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ABSTRACT
MODERNIZING ENGLISH TEACHER EDUCATION IN CHINA
FACULTY PERSPECTIVES
FEBRUARY 2004
TIMOTHY WILLIAM TAYLOR
B.A., JAMES MADISON UNIVERSITY
M.Ed., UNIVERSITY OF VIRGINIA
Ed D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by Professor George Urch
This study is an interdisciplinary inquiry into the social dynamics ofChinese
English teacher education and the process of its change as viewed from the perspective
ofteacher education faculty. Chinese English teacher education is a product of diverse
and conflicting socio-cultural influences, among which Marxism, Confucianism,
Russian linguistics, and Western teaching practices feature prominently. Chinese
English teacher training is adopting a more modem approach in response to a
burgeoning population of English students, economic demand, technological advances,
increased focus on the communicative aspects of language learning, and international
exchange.
The principal research was conducted as a case study at China’s largest teacher
training university, Hebei Teachers’ University, from 1997 to 1999. The study presents
the results of 54 in-depth phenomenological interviews with 20 English teacher
education faculty. The analysis of data from the faculty interviews reveals recurrent
themes about the process of English teacher education. Among the dominant influences
on English teacher training are an academic culture favoring theory above practice; a
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default teacher training strategy of learning by imitation; a cultural ethic mandating
harmony in collegial relations; and the bureaucratic structure ofthe university, which
inhibits innovation. The process and prospects of modernizing teacher education are
explored and presented. Among the influences of modernization effecting faculty are
increased exposure to alternative teacher training strategies, study abroad, international
professional development, university recruitment practices, foreign teachers, and the
growing availability of teaching technology.
For historical perspective, the study explores the history of English teacher
education in China from the beginning ofthe missionary era up to the modem period in
which the study was conducted (1664 - 1997), suggesting cultural, institutional and
political precursors to the context of the study. The study also explores a philosophical
foundation for the faculty perspectives with a discussion of phenomenology as it relates
to the exploration of meaning in individual undertaking. Making meaning is a process
that takes place within a landscape of one’s own personal, social and cultural experience,
which in turn serves as a constant referent. The study offers recommendations for
modernizing teacher education as a response to the faculty perspectives.
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CHAPTER 1
INTRODUCTION TO THE STUDY
Hebei Teachers’ University (HTU) is the largest teachers’ university in China
and perhaps the world. It serves over 25,000 students, preparing them for careers as
teachers, mostly in Hebei province, which surrounds the country’s capital of Beijing
HTU is located in Shijiazhuang, the capital of the province, 174 miles southwest of
Beijing.
This case study will examine the perspectives of the faculty in the English
Teacher Education Program at HTU. The attitudes and ideas of these faculty about the
reform of the current system and standards in the program of teacher preparation is of
primary interest. Important contextual issues will include the teacher education
experience of the faculty themselves and their current practice as teachers. How do
their ideas about what can and should be done to change teaching influence what they
now do?
This interdisciplinary study also will give a place to the perspectives of the
faculty within the history of English language education in China. The study will
conclude with specific recommendations that emerged from the findings.
Background to the Problem
The relationship between ancient educational practice and the more recent
introduction of socialist and western practices has created a lively mix of ideas and
practice in Chinese English language education. The mix of these diverse methods of
education has created dramatic ongoing changes, conflict, tension and, not least of all.
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uncertainty among the participants of reform. Central to this reform are English teacher
education faculty. English, as a symbol of western culture, is a subject particularly
vulnerable to constant flux, as its reform reflects economic, ideological and political
changes. The perspectives of university faculty toward this confluence of forces helps
to determine the outcomes of English education. Their perspectives are the medium in
which policy objectives are filtered and transformed before becoming the practice that
directly reaches Chinese students. This case study of faculty perspectives is an attempt
to provide a personal and close look at the complex process of educational
modernization in a Chinese institution of higher education.
The context and setting for this research is the Foreign Languages and Literature
Department (FLLD) ofHebei Teachers University in Shijiazhuang, China. The
University, with almost 27,000 students, ofwhich approximately 15,000 are full-time, is
the largest teachers university in China. The FLLD is responsible for the pre-service
training of the best-qualified teacher candidates in the province. The participants in the
study were volunteers from among the faculty of the FLLD. There are more than 100
faculty members in the department for the more than 1500 students majoring in one of
two foreign languages, English or Russian. Another department at the university, the
College English Department, is responsible for teaching English to the non-foreign
language majors.
This study is concerned only with the faculty for foreign language majors,
designated pre-service English teachers. Of the more than 100 faculty in the FLLD, 79
teach English and 20 teach Russian. There are also two Japanese and one French
language faculty members. Each year the department employs approximately four
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foreign experts for one year to teach English and Russian majors. This includes two
full-time English teachers, one full-time Russian teacher and one part-time Russian
teacher. During the period of this case study, from the fall of 1997 to the summer of
1999, 1 held the position of English foreign expert.
In addition to the immediate context, it will be important in this interdisciplinary
study to consider the historical context as well. The association between the Chinese
people and the English language is a long one. The English language has played an
integral role in the communications between China and the West since trade began
between China and England in the middle of the seventeenth century. Many consider
the attitude of the Chinese toward English, in scholarly discourse, in the media, in
schools, and above all in government policy, as an accurate barometer of China’s
general attitude at any given moment toward “things Western” (Ross, 1992).
Since the education reforms following the end of the Cultural Revolution and
the death ofMao Zedong, the place of English in Chinese schools at all levels has
advanced rapidly, if not always smoothly. Today the pace of this advance continues to
accelerate, as China attempts to implement English education in many of its elementary
schools and all of its junior high schools, high schools and universities. This study will
rely on historical foundations as well as the words and experiences of today’s
generation of English teacher educators to provide perspective on the current chapter in
this long and eventful narrative.
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Problem
The reform of Chinese education is an ongoing and dynamic process. This
process has often been analyzed at the level of national and provincial government
administration. Economics is usually the dominant aspect of these analyses, as
resources have largely determined the organization and emphases in educational reform.
While the literature almost universally acknowledges the importance of teaching
education and the central role of teachers, as well as the need to reform teaching
methods, there are very few case studies or analyses with these concerns as the focal
point or point of departure. The analysis of English teacher education in China is
frequently a footnote to broader economic, administrative or political analyses. This is
certainly justified in national studies. But because national studies cite teacher training
and its reform as central to the modernization of Chinese education (Beemer, 1999), an
in-depth case study, reflecting the practice and perspectives of teacher educators
themselves, seemed appropriate. This study will take the perspectives of teacher
education faculty as the framework for analyzing the obstacles to and opportunities for
educational reform in teacher education.
The central aim of the study is to analyze the role of the faculty participants in
the process of modernizing language education, as determined by their own perceptions.
The results were obtained primarily from phenomonogical interviews. They are thus
significant not by any outward or objective measure but because the faculty of the
English department perceived and judged them as such. The historical experience of
the faculty members, the teacher education strategies that they have experienced and
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employed, and their specific educational goals within the English program at HTU were
the broad guidelines for the interview process.
The phenomenological assumption is that the programmatic practice and goals
of teacher education in the FLLD is transformed into a subjective construct of the
participants within that program. It is that construct that directly determines educational
practice in the department more than explicit policy objectives, the influence ofwhich is
more indirect. In other words, the administration, politics and policy dictates determine
the teaching methods of the program only insofar as they are eventually reflected in the
practice of the program faculty. As such, though utilizing interdisciplinary methods, the
present inquiry relies primarily on the faculty participants for the insight and
understanding of what it means to be in the process of and part of change in the practice
of English teacher education in China.
The process of participant observation of English classes at HTU added a further
dimension to the research. Such observation allowed the researcher to consider the
perspectives of the interview participants in a different light. Environmental concerns
of the classroom context, dynamics of relationships and the practice of methods all take
on form through observation. While possibly contributing to research bias, as the
relative number of lessons and situations that could be observed were small, these
observations provide a valuable gauge for the researcher.
For yet another perspective, in addition to the qualitative research practices of
interview and observation, this study relies on historical foundations. This history of
English education in China provides a broader context by which to assess the
perceptions of the HTU faculty. This history, specifically the erratic but growing
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importance of English education in government policy leading up to the modem “open
door era in China, will allow the perspectives of the faculty to be placed in the context
of their Chinese colleagues before them.
Purpose
The explicit objectives in a phenomenological study should not become an
obstacle to recognizing what the participants themselves determine to be important and
meaningful. However, a point of departure and a guide is necessary. The following
objectives served that purpose:
1 . To determine how the English language faculty at HTU train English teachers in
the context of the changing currents in Chinese education.
2. To explore the modernization of English language education at the teachers
university, with a focus on faculty perspectives.
3. To describe and analyze the dominant influences on English teacher education at
the teachers university as identified by its faculty.
4. To identify the goals of the English faculty at the university and provide an account
of the relationship between their goals and practice.
5. To explore strategies for the implementation of modem teacher education
approaches that take into account the unique social and cultural context of the
university as identified by the faculty.
The overall purpose of the research is to analyze English teacher education at
HTU, as viewed from the perspectives of faculty participants, in order to obtain insight
into the process of the modernization of English language education in China.
6
Significance
Because China is presently so eager to embrace the English language, large
numbers of foreign, native-English speaking teachers are being recruited to assist the
Chinese with English teacher education. Many of these foreign teachers have little or no
knowledge of the educational context of China. The choice of this topic evolved in
response to a recognition of a lack of literature, in English, on English language
education in China. This gap of information about the climate of language learning, and
the motivations, expectations, and goals of Chinese English language learners leaves
would-be foreign teachers with few resources for adequate preparation. There is a need
to address this gap if Western English teachers are to make a substantive, informed and
culturally appropriate contribution to the process of English language education in
China.
Teacher trainers, in particular, are in need of resources that go beyond the
impressions of teachers who have some experience working in China. They must have
access to material that places Chinese English learners in the contexts of their culture
and time. Chinese English teachers themselves are in the best position to offer this
insight.
Foreign language educators have long understood the necessity of careful
attention to cultural context. Often, however, this sensitivity is limited to the linguistic
norms of the language learners (Penner, 1991). This research sheds light on broader
cultural concerns of the socio-cultural learning environment. While linguistic
considerations give the researcher access to more easily defined and quantifiable
variables, understanding the educational implications of the more intangible learning
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context requires the breadth of qualitative analysis. The qualitative approach has the
alternative benefit of enabling an understanding of the particular context in depth to
emerge from the perspectives of the participants themselves.
However, the more immediate beneficiaries of the research may not be foreign
English teachers but Chinese English teachers themselves. Many Chinese university
faculty are disadvantaged by a lack of perspective due to limited or constrained
professional dialogue with colleagues. Understanding the perceptions of colleagues can
be part of a process of liberation from the constraints of conformity and imitation
Though limited in many respects in their teaching methods by authorities or lack of
experience, much of the reluctance to change comes from a lack of information about
how to change or what the results or consequences of change might be.
Change in English education in China is of course inevitable. By understanding
the process of change in part through reflection on their colleagues’ perspectives,
Chinese educators may be served to better direct change, and to make it more
constructive, efficient and effective. Chinese English educators in programs like the
one at Hebei Teachers University are in the forefront of changing English education in
China. The way that they teach their students to teach becomes practice in classrooms
reaching young students in high schools throughout the country. This research will
explore and analyze the issues that these educators identify as central to shaping their
development as Chinese English teachers, their practice, and their concept of the
purpose and future of English teaching in China.
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Research Methodology
Contact with Hebei Teachers’ University was first established while conducting
a pilot study for this research. At that time, a Chinese English teacher was interviewed
and spoke at length of the context of teacher education at the institution he had
previously attended as a student and later worked.
When pursuing an adequate site for this project, the data from that pilot study
was reviewed. Based on a number of factors, the decision was made to approach the
administration of the Foreign Languages and Literature department with a request for
permission to conduct research. Among the determining factors were the location of
HTU, its eclectic approach toward teacher education, the evident flexibility and
openness of the administration, its receptivity to foreign teachers and teaching
strategies, and the number and caliber of students at the university. With the assistance
of the pilot study participant, HTU extended an invitation to conduct research for a
period of two academic years, from 30 August 1997 to 15 August 1999. As part of the
agreement, I offered to teach courses, concurrent with my research, to upper level
undergraduate and graduate students in the same department.
The research procedures identified as best suited to address the objectives of this
study are in-depth interviews and ethnographic observation. The research aims to
analyze English education from the perspective of the participants in the process. In-
depth interviews allow the necessary latitude for participants to express the full range of
their experiences and perceptions. Limitations and considerations will be discussed
regarding the potential for participant inhibition due to conducting interviews in their
second language. Observations were conducted to complement the interviews.
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While the body of literature on English education in China is limited, the
research that presents the perspective of the Chinese teacher to the Western reader is all
but nonexistent. One exception is Porter’s (1990) Foreign Teachers in China OIH
Problems for a New Generation, 1 979-1989
. There is a brief section in this book on the
attitudes of Chinese teachers and students toward American English teachers. Most of
the literature in English, in contrast, presents analyses only from the point of view of
Western scholars based on observations in the field, documentary research, and the
results of questionnaires. These serve to convey an historical impression of the context
of English education in China over the last century and more, as well as to present
strategies for making English education more accessible and effective. They do not
reveal the range of the perceptions and biases of Chinese English teachers about the
English teaching process, as the present research will do.
The methodology of research employed, primarily in-depth interview and
secondarily ethnographic observation, does not rely upon a quantitative analysis for
reliability; the number of interviews and observations required in order to insure
representativeness is not a statistical sample. The appropriate number is more a
reflection of process than plan. The objective is to obtain a diverse and representative
sampling. The number should be sufficient for that objective but not large enough to
create an abundance of redundant findings. Large samples of participants in an in-depth
interviewing study often lead to “data saturation.” Interviews may continue to be
conducted with diminishing qualitative returns (Bogden & Biklen, 1992, p.68).
In this case study, a total of 1 8 of the FLLD’s English faculty were interviewed,
1 5 ofwhom were interviewed three times each and three ofwhom were interviewed
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once. The total number of interviews was thus 48. Additionally, two Chinese English
teachers were interviewed three times each as a pilot study before the formal study
began, bnnging the total number of interviews in the study to 54. The average length of
time for each interview was over one hour. This number of interviews and length of
time constitutes an order of magnitude in participant participation significant and
sufficient for a study of this scope using the in-depth interview methodology (Seidman,
1991).
All the faculty members that were interviewed and observed for this project
were informed that their participation is voluntary and that strict confidentiality would
be observed in the use of any data or results. In the cultural context of China, it would
be inappropriate and counterproductive to the objectives of informed consent to ask
participants to sign written consent forms. The practice in China is to obtain access first
through administrative channels and then through verbal consent from individual
participants. Requesting written consent in this context might foster suspicion and
undermine the foundation of trust and respect inherent in the administrative and verbal
consents proffered.
Research in comparative education has demonstrated the complexity of
discriminating among related educational phenomena. The organic character of
educational systems makes any study that rigorously isolates phenomena imply a kind
of artificiality, as would a botanist’s treatise on a leaf which failed to mention the kind
of tree from which it came. The case study method offers a means by which to frame
educational research of this kind, in which institutional practices are studied from the
perspective of participants within that institution and with respect to their historical and
1
1
cultural context. The case study adequately delimits the parameters of the study while
respecting the integrity of a naturally occurring unit of organization, in this case the
Foreign Languages and Literature Department (FLLD) ofHTU
The methodologies used to collect data from the faculty participants were in-
depth interview and ethnographic classroom observation. Phenomenological in-depth
interview methodology was used to ascertain the following: first, the personal historical
context of Chinese English teachers; second, the present practice of these teachers; and
third, their vision of the future of English education and its relevance to their own
teaching and the changes with the FLLD. The aim of the phenomenological
methodology is to contextualize the perceptions of the participants and to offer them
every reasonable opportunity to communicate their perspective in detail. From these
perspectives emerge an understanding of problems and processes as the faculty see
them. That understanding can then be analyzed and recommendations, sensitive to local
concerns, can be offered.
A central metaphor of the phenomenological approach is that the life of an
individual is a landscape that has myriad distinct qualities and characteristics. The
phenomenological approach hinges on the premise that the life or history of an
individual is analogous to the history of any community of people, such as a distinct
culture or a nation. Few would question the value of understanding the events,
circumstances and attitudes of a nation in the perspective of the history of that nation or
people. In doing so, the values and priorities of the historian are shared with others. In
in-depth interview research, the researcher attempts to place the values and priorities of
individual participants first. The rationale for this is that these events, circumstances
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and attitudes are compared not against an academic theory or ideology or any so-called
essential” understanding, but against the events, circumstances and attitudes that have
preceded in a person’s life and mind.
In addition to the in-depth interviews, ethnographic observations of three
teachers were conducted to supplement the interview data. The record of these
observations will be relegated to a secondary status when compared with the interview
data. The principle is to use the ethnographic data to provide environmental and
logistical context to the researcher, but to rely primarily on the experiences and
understandings of the participants for analysis of the issues.
Limitations
One potential shortcoming of any interview method conducted with participants
who share a different native language, as argued by Charles Briggs (1996), is
insufficient regard for the communicative norms of the participants’ speech community.
Such norms may influence the level of comfort, directness, and honesty of the
participant. Much of the result of the research hinges upon a participant’s personal and
cultural predisposition to talking in-depth and on repeated occasions with the member
of another culture and speech community. There are a number of examples cited by
Seidman (1991) that suggest that the in-depth interview method has been used with
fruitful results among researchers and participants of different language groups.
Despite this, careful attention should be given to the potential for error.
Briggs admitted that it is impossible and would be counterproductive to suggest
that everyone conducting interview research take the sociolinguist’s approach (p. 93),
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but an awareness of potential complications is advised. Among the safeguards that
were taken in this research was allowing participants the opportunity to speak explicitly
about the communicative norms most familiar and comfortable to them. These were
taken into consideration when organizing the in-depth interview format and
environment. For example, one participant did not feel comfortable being recorded, so
that preference was respected. Others stated that they spoke more comfortably and
easily in an informal setting. For them, the interviews were conducted in a private
home rather than an institutional setting.
The number of interview participants, the number of participant observations
and the degree of detail in the historical analysis in this research were not designed to
test a hypothesis or to satisfy statistical prerequisites. The breadth of a case study is
circumscribed by design and not by default, in order to obtain depth rather than scope.
Therefore, while in the context of qualitative research the data is abundant, it should not
be construed as satisfying the numerically more rigorous demands of alternative
research approaches. Any attempt to generalize the findings of the present research to
other institutions of higher education in China should be undertaken tentatively.
Finally, the Chinese culture presents the interview researcher with a dilemma.
While extraordinarily accommodating and considerate of a guest’s needs, this same
courtesy might lead to interview answers that are, at least in part, answers that the
participants feel they should give, according to their own analysis or anticipation of the
significance of the question. This dilemma is subtle and cannot always be discerned.
By developing a long term, working relationship with participants; by fostering trust
among them; by explaining the importance and priority of honest, “subjective”
14
responses; and by discussing the nature and objectives of the research, with its focus on
participant perspectives, it is hoped that this dilemma was largely overcome.
Review of the Literature
The attributes that characterize the phenomenological method of research will be
discussed extensively in Chapter Three, particularly how the philosophy and method
relate to the present study. That chapter will demonstrate that, unlike traditional
epistemological research, reliance on prior research is unnecessary, even antithetical, to
the strict phenomenologist. The phenomenological purist would posit that the
researcher is only distracted from the phenomenon at hand by giving attention or weight
to the results of research on anything other than exactly the same phenomenon. In other
words, if one is interested in a particular phenomenon, research on anything else should
not be considered relevant. The position of the purist, however, is not the position of
this researcher. For initial orientation and context, while not fundamental to
understanding the perspectives of the teachers at HTU, a summary review of relevant
literature is appropriate.
When considering the literature of English education in China, then, one must
delimit the topics relevant to the case study. If this were done in advance of the
interviews, the concerns of the phenomenologist would resurface immediately, as any
determination of the “relevancy” of topics is an explicit determination by the researcher
of what the perspectives of the participants may, will or should be. Such a
determination would be akin to purposeful bias. If done after the interviews, the
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problem can be avoided to some extent, and the decision was thus made for the present
study to conduct a post-interview literature review.
The themes that occurred in all of the interviews and that emerged from the
process of participant observation are found throughout the literature of Chinese
education, comparative education and English as a Foreign Language. They will be
discussed at length in Chapters Three, Four and Five. The social and institutional
themes relevant to the history ofEnglish in China are detailed in Chapter Two
For the present purpose of reviewing the relevant literature, the focus will be on
language and pedagogical theories that may help to unify the more specific themes dealt
with later. Thus two of the central theoretical motifs of the study that touch on a broad
spectrum of issues will be considered. Each is a dichotomy, and they are: formalism
and activism; and linguistic and communicative competencies. I am particularly
indebted to Hung (1992), who has concisely formulated these, as well as other,
dichotomies so relevant to English education in China.
Formalism and Activism
When an institution undertakes the task of instructing students in a foreign
language or when a student endeavors to learn one, a central question is this: Is the
ultimate goal of study to learn a language or to learn to communicate in that language?
A superficial consideration of this question may lead one to suggest that the two are
merely semantic variations of one process. The differences between learning a
language and learning to communicate in that language, however, become increasingly
stark as the extremes of both alternatives are explored.
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Rivers (1981) distinguishes the characteristics of both camps:
Formalists have mostly relied on a deductive form of teaching, moving
from the statement of the rule to its application in the example; activists
have advocated the apprehension of a generalization by the student
himself after he has heard and used certain forms in a number ofways a
process of inductive learning. Formalists sometimes become preoccupied
with the pedantic elaboration of fine details of grammar, whereas activists
have consistently urged a functional approach to structure whereby the
student is first taught what is most useful and generally applicable, being
left to discover at later stages the rare and the exceptional. As a result,
formalist teaching has often been based on artificial exercises and led to a
stilted use of the language, emphasizing the features of the written
language used in literary work, whereas activist teaching has sought to
familiarize the student first with the forms of language used for general
communication in speech and in less formal writing. ... In classroom
procedures, a strictly formalist approach has favored a passive student
situation where the student received instruction and applied it as directed.
On the other hand, to be effective, an activist approach requires ready
participation by the student in the learning process in order to develop
language skills through active use. (Rivers, 1981, p. 12)
Halliday (1977) also discusses these two alternatives of language study,
distinguishing them as a consideration of language as either abstract thought or concrete
action; that is, something that goes on in one’s head or something that one does that can
be observed by others. The formalists belong to the former school and the activists to
the latter. “The former stresses rules and grammaticality, the latter represents language
as choices, or as resources.
. . The former stresses uniformality, the latter variety” (p.
37).
How institutions determine curricula, how teachers teach, and how students
learn a foreign language are dramatically influenced by which side and how far along
the formalist/activist spectrum one comes down on. Here culture and history play an
active part. China’s longstanding aloofness from the West placed English language
study squarely in the formalist tradition. There was simply little or no opportunity for
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communicative experience, as we will see in detail in Chapter Two. The Open Door
policy, however, has wrenched China into active engagement with the West, and hence
a demand for countless instances and an unending variety of communicative
interactions.
Each of the numerous methods and schools of foreign language teaching can be
characterized by its adherence, more or less, to one side of the formalist/activist
dichotomy. These methods include but are not limited to the Grammar-Translation
Method, the Reading Method, the Audio-Lingual Method, The Direct Method,
Community Language Learning, the Natural Learning Method, the Silent Way,
Suggestopedia, Total Physical Response, the Communicative Method, and the Eclectic
Method. Stem (1987) observes that the proliferation of these methods should convince
us that there is no “best” teaching method, but that context and goals are essential in
determining what is most appropriate for any institution or group of learners.
The process of modernizing English education must include contending with
this diversity of approaches to a range of learning styles and needs. The complexity of
finding a “match” between teaching methods, learning styles, institutional goals and
resources, and practical limitations should be regarded as essential to the modernization
process. It reflects the true variety of contexts in which teachers and students are
engaged (Richards and Rogers, 1989, p. vii).
Any case study on English language education, then, must deal with this
question of the extent to which the complex combination of elements in the teaching
process fit the context at hand. A range of quantitative measures might be considered to
address the question From the point of view of psychology, however, one might
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simply ask the participants what their perception is of this “fit .” Emotional
preparedness for learning equates to motivation, and motivation is necessarily a
prerequisite to sustained learner progress (Richards and Rogers, 1989, p. 18). This
analysis implies that perception of appropriateness might be more important for learner
progress than any objective measure. For if all measures suggest the teaching method,
means and material are suitable for the learners, but the learners think otherwise, then
“the students feel they aren’t learning anything” (Maley & Duff, 1978, p. 7)
Significant progress will be obstructed.
Whether or not students are motivated to learn depends on more than whether
the formal ist/activist orientation of their learning environment is appropriate to their
needs. It also depends on the extent to which they choose to engage themselves and
take control of their learning, whatever the context. Alschuler (1970) explained that
people with strong achievement motivation generally are self-confidant individuals who
are at their best taking personal responsibility in situations where they can control what
happens to them (p. 6). The challenge of creating that kind of learning environment is
one of the struggles facing English teachers in China. Alschuler further elaborated the
priority of motivation in effective learning environments:
To increase students’ motivation in the classroom it is more important to
change the way they learn than what they learn. The way students think,
act, and feel in learning is determined in large part by the rules of the
implicit learning game and the teacher’s leadership style, (p. 108)
Motivation is a highly personal construct that engages the individual teachers
and learners in the education process to varying degrees. It is an intrinsic catalyst to the
learning process. On the other hand, motivation may also be determined by extrinsic
forces that operate in the milieu of the learning context. This context of the learning
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society, whether it is a school, university or private tutorial, determines the extrinsic
forces that help to shape the involvement and progress of the participants. Assessment
of teacher and learner competencies is the major dynamic within the educational society
by which this process operates.
Linguistic and Communicative Competencies
The other major dichotomy pertaining to English education in China that will be
explored in this literature review is that of linguistic and communicative competencies.
This dichotomy sheds light on one of the chief characteristics of learning a foreign
language within a learning community, as distinct from in the context of one’s home or
family or from immersion in a foreign language setting. That there are significant
differences between the process of learning a language in one’s family and in school has
never been doubted seriously. It was not until the field of sociolinguistics began to
emerge in the 1960s and later, however, that the differences were systematically
considered.
Stem (1987) explained that sociolinguistics brought linguistics down from the
theoretical plane into the field, asking explicit questions about the role of society in the
language learning process, thereby acknowledging that the process was not a
cognitively isolated phenomenon. Sociolinguistics also pioneered the study of “speech
communities” as distinct from “languages.” Most relevant to the present study,
sociolinguistics pioneered the effort to consider language speakers in terms of their
“communicative competencies” instead of their “linguistic competencies” (pp 218-
219). When considering linguistic expression, communicative competencies take into
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account an array ofphenomena that are intimately linked to but distinct from linguistic
features alone.
Noam Chomsky is credited with bringing widespread attention to the distinction
between linguistic and communicative competencies. When linguists, and many
English teachers, consider an individual’s competence or proficiency in a language,
they might consider one or many of several factors. To what extent does the language
user or student exhibit control over phonological, syntactic, lexical, semantic, and
grammatical systems in different registers for the skills of speaking, listening, reading
and writing? (Bert & Dulay, 1978, pp. 178-192). The consideration of these variables,
though necessary, Chomsky argued, are only part of the equation in determining
proficiency.
Chomsky (1965) distinguished between these traditional ly-relevant linguistic
features of language competency and the individual’s actual performance use of
language, in which production and comprehension may be influenced by a range of
other factors. He acknowledged the complexity of the process of language production,
insisting that even the language scholar cannot separate the language from its speaker
nor the speaker from his social milieu. In explaining his concept of performance and
competence, he wrote:
Performance, that is, what the speaker-hearer actually does, is based not
only on his knowledge of the language, but on many other factors as well
- factors such as memory restrictions, inattention, distraction, non-
linguistic knowledge and beliefs, and so on. We may think of the study of
competence as the study of the potential performance of an idealized
speaker-hearer who is unaffected by such grammatically irrelevant factors.
(P- 4)
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Others would help to define this distinction as it relates to foreign language
education. Hymes (1972), for example, coined the “linguistic/communicative
competency dichotomy. Savignon (1972) broadened the definition of communicative
competence to mean “the ability to function in a truly communicative setting, that is, in
dynamic exchanges” (p. 8). Others, including Munby (1978), argued that the
dichotomy was to some extent false, a distinction without a difference, as linguistic and
communicative competencies were so interconnected they could not be distinguished
accurately. That is, linguistic competency is essential to communicative competency.
Most theorists and language educators, however, embraced the distinction as practical
and measurable.
Approaches to language teaching and assessment began to transform with the
widespread recognition of this dichotomy between language use in theoretical isolation
and in actual use. This change was buffeted along by other factors, including the new
theoretical support for this approach offered by sociolinguistics. The increased access
and ease of international transportation also made foreign language use worldwide a
more practical concern, less of the language scholar’s domain. Foreign language
methodologists began to focus the attention of the profession on the need for
spontaneous, context-relevant, and meaningful language interactions (Omaggio, 1986,
P 3).
The communicative language teaching (CLT) approach grew in response to the
developing consensus of this need to focus language instruction less on language alone
and more on the communication process. But the new approach would involve far more
than a mere shift of focus or emphasis in curriculum content. It had ramifications for
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every aspect of the educational endeavor, and thus it would not be an exaggeration to
state that, while as yet not universally clearly defined, communicative approaches to
English language learning have revolutionized the language classroom. Nunan (1988)
explained one the important dimensions of this revolution, that of the learner-centered
curriculum:
A major impetus to the development of learner-centered language teaching
came with the advent of communicative language teaching. In fact, this is
more a cluster of approaches than a single methodology, which grows out
of the dissatisfaction with structuralism and the situational methods of the
1960s. Its status was enhanced by the Council of Europe, and some
seminal documents on communicative language teaching have in fact
stemmed from this body. (p. 24)
Quinn (1984) (in Nunan, 1988, p. 27) provided a useful summary of some of the
significant features of the CLT approach and how it contrasts with long-standing,
traditional language teaching approaches. While there may be a considerable degree of
overlap in the content of instruction in practice, the contrasting concepts of language
and goals create divergent learning environments. The features of the traditional and
CLT approaches, as indicated in Table 1, should not be regarded in either case as
descriptive of a well-defined methodology or school of thought; rather they describe the
dichotomy of trends and tendencies that exist in approaches that focus, respectively, on
linguistic and communicative issues in language teaching. These tendencies are infused
into a range of methodologies that advocate each with more or less enthusiasm or
dogma.
As the CLT approach has evolved and flourished it has become increasingly
clear to theorists that there is little to unify the many approaches employed in the wide
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Table 1. Traditional and Communicative Language Learning Approaches
LANGUAGE
TEACHING ITEM OR
ISSUE
TRADITIONAL
APPROACH
COMMUNICATIVE
APPROACH
1 . Learning focus Grammatical structure of
language
Communicative needs of
learners
2. Item selection Linguistic criteria Pragmatic criteria
3
. Sequence of learning
material
Grammatical categories;
lexical difficulty
Language material content,
meaning and interest
4. Range of curriculum Aims at comprehensive
grammatical coverage
Aims to provide skills
relevant to learner level,
ability and use
5. View of language fixed; unified entity;
prescriptive
flexible; variable, contextual
6. Register Formal; academic informal; everyday
7. Assessment linguistic; grammatical
correctness
Effective language use
according to learner needs
8. Skills emphases reading and writing listening and speaking
9. Participant roles teacher-centered learner-centered
10. Error-correction Errors regarded as
deviations from fixed
grammatical norms
Errors regarded as failure to
meet communicative
objectives
1 1 . Proximity to native
language learning process
unnatural: focuses on
form over that of content
natural: focuses on content
over that of form
variety of circumstances where it is used. The singular distinction of moving away
from purely linguistic competencies toward communicative competencies remains.
Howatt (1984), however, made a useful distinction when considering the history of
CLT:
There is, in a sense, a ‘strong’ version of the communicative approach and
a ‘weak’ version. The weak version which has become more or less
standard practice in the last ten years, stresses the importance of providing
learners with opportunities to use their English for communicative
purposes and, characteristically, attempts to integrate such activities into a
wider program of language teaching... The ‘strong’ version of
communicative teaching, on the other hand, advances the claim that
language is acquired through communication, so that it is not merely a
question of activating an existing but inert knowledge of the language, but
of stimulating the development of the language system itself. If the
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former could be described as ‘learning to use’ English, the latter entails
‘using English to learn it.’ (p. 179)
It is evident that there is not only a lack of unifying theory to CLT but more
practical concerns: a lack of understanding among practitioners what it is, how to use it
in teaching and how to conduct assessment when it is used. Chinese English teachers
and particularly Chinese English teacher trainers faced these concerns continually,
pulled between a familiar but outmoded and increasingly irrelevant teaching approach
and a modem approach that they intuitively endorsed but little understood.
Thus the conceptual solidification of a distinction between how well language
users know a language and how well they use a language is complete. The translation
of this distinction into language learning classrooms worldwide, however, is just
beginning. To assess linguistic variables is a straightforward process with a long
history to support it. To assess “communication” is an altogether different process. The
challenge facing English language learning communities is to help students learn
English so that they may use it well in the situations they will face. At Hebei Teachers
University, this includes imparting not only a communicative command of English, but
how to teach communicative competencies as well.
Outline of the Dissertation
Chapter 1 of the dissertation has served as an introduction to the study and
review of the foreign language literature relevant to the study. Chapter 2 presents the
historical context of English language education in China from the mid 17th century to
the time of the study, at the close of the twentieth century. Chapter 3 details the
research design, the philosophical foundations of the research, and a pilot study
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Chapter 4 is a presentation of the interview data of one participant and by themes.
Chapter 5 contains a summary and analysis of the research data, recommendations
influenced by the participant observation and historical context, and suggestions for
further study.
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CHAPTER 2
HISTORICAL CONTEXT
“Every social condition has a historical dimension.”
(Liu, 1996, p. 41)
Introduction
Since the early part of the nineteenth century, English has been a part of the
formal curriculum of institutions in diverse regions of China. The motivations for
establishing English language institutions and programs are also diverse, but fall
generally into four categories: English as a part of a Western cultural curriculum,
English as a resource for politicians and diplomats, English as a means to access
technology, and English as a means to access trade. These motivations are rarely
discreet or free from other influences; many institutions have promoted more than one
of these at a time; and some were established to promote one but unwittingly served
another. In addition to these, today there may be a number of Chinese learning English
with a view to emigrate from China. To better understand the context of English
teacher education that this case study is about, we must go back to a period even before
two hundred years ago.
The outline of the development of English language education that follows will
offer a broad view of the policy and practice of English education in China for more
than three centuries prior to the modem era of economic expansion. It begins in the mid
17th century, when the institutional development of English language programs by the
Chinese began and continues to the present era of educational reform that began after
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the Cultural Revolution. It provides a context and lays a socio-historical foundation for
the questions addressed to present-day teachers of English. It also offers insight into
one of the case study’s important features, the dynamics of the relationship between
traditional and modem educational practices in English education in China
The presence of the English language in China runs in an unbroken line from the
middle of the seventeenth century up to the present day. This chapter will trace the
major events and discern the historical patterns associated with the formal
dissemination of English in China. It will establish a historical and political framework
for an examination of the teaching of English in China today. The “bookends” of this
historical survey are at distant but clearly demarcated points in the eventful drama of
English language instruction in China, a drama that reflects to a great extent the cultural
and political upheavals of the nation in relation to the outside world. By starting with
the origin of trade between England and China at Guangzhou and ending with the death
ofMao Zedong and the concomitant conclusion of the Cultural Revolution, this survey
will impart a sense of perspective that will serve as a foundation for understanding the
policy and practice of English teaching in China today.
Before the historical survey, a note on usage of the term “English” in this
chapter is warranted. The entity that we usually think of as the English language is a
multifaceted giant that throughout its history has grown, expanded its reach, and
enriched its character largely through its contact with a variety of linguistic and cultural
influences ranging from the European continent and beyond. From its Germanic origins
to the grammatical influence of Latin to the lexical infusions from myriad tongues, but
French in particular, English has never been static nor free of profound interlinguistic
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influence. The nearly universal dispersion of the language throughout the world in the
last three centuries or so has increased the momentum of these influences to the extent
that many argue that there is no longer such a thing as “English” per se, but instead
many world “Englishes ” This contention is an important one for our understanding of
what a language is, and more urgently for the social, cultural and political implications
of such a distinction.
Throughout the survey of the history of English in China, it will be important to
be mindful of this reality: there is no general agreement on what exactly “English” is
In fact, because of its widespread familiarity, English is only one of the more
conspicuous manifestations of an ongoing lack of consensus about the description and
definition of language. This is evident in the Grolier Encyclopedia (1993) entry under
“language,” which states that
... diversification over the millennia has led to somewhere between 3,000
and 8,000 distinct languages being spoken in the world at present. The
discrepancy in count is attributable to such factors as differing definitions
of language versus dialect.
Anther factor includes the logistical complexity of actually counting languages,
whatever definition one holds.
Acknowledging the reality and relevance of addressing the question ofwhat
English is once divorced from its native shores, a direct address of this question and
related ones, such as who is empowered or disempowered by its use, will be touched
upon only marginally here. A direct address of these issues is not necessary here. I
refer to them to admit the importance of the issues for any work such as this one, even if
they are not directly considered. In this paper, I employ a lay definition of English as
the language spoken by the majority of the people of England, with the same term
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ascribed to the numerous regional dialects where it is spoken by many as a first
language, such as the United States, Canada, Australia and New Zealand. The varieties
of English spoken in countries where it is neither native nor the first language are also
referred to simply as “English.” In China, English is and has always been a foreign
language. At no time in its history there has English served as the language of any
governing authority, as the language of a distinct community (Hong Kong
notwithstanding), nor even as an interlanguage among its 56 minorities (Cheng, 1992, p.
163). Mandarin has served that purpose.
Early Period (1664-18611
The earliest sustained contact that China had with the English language occurred
in a manner that was replicated the world over, through contact with the trading vessels
of the nascent English Empire. Though foreign vessels had traded and fought with
China for over a century, the language ofEngland had its first institutional inroad into
China when an English trading post was established in Guangzhou in 1664. This post
would be the seedbed for the emergence of the first Chinese variety of English, namely
a Cantonese-Chinese pidgin English that developed to facilitate communication among
the trading partners. While China’s first contact with English occurred in a manner
similar to other nations, its development would be unique as it followed the mercurial
vicissitudes of economic, political and cultural dealings between the Chinese and the
Western world
One of the features that distinguishes the development of English in China from
the earliest days is the severe restrictions the Qing Dynasty imposed on English trade
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The outpost in Guangzhou would remain for decades the only sanctioned relationship
with the English-speaking world. As a result of this official restriction, the Chinese
populace exposed to English in any consistent manner was decidedly small. The
relationship that existed between that small community and the English traders was
mutual contempt. Each regarded the other as its inferior. The English were in China to
exploit its resources and considered the native people too feeble-minded and inferior to
impart to them English in its full form. Hence the English initiated the original
simplification that would evolve over time as the Guangzhou Chinese Pidgin English.
The Chinese regarded the English with a similar disdain. They belonged to the category
of “foreign devil,” with whom dealings should be expedient, pragmatic and strictly for
China’s self interest (Cheng, 1992, p. 164).
The English relationship with Guangzhou took on a less temporary character in
1699 when the British began to establish factories there as a means of anchoring their
influence. As a result other governments such as France and (later) the American
colonies sought to extend their trade relations in the region. The Qing authorities feared
increased ties to governments they did not trust and curtailed any trading to the single
port of Guangzhou. This distrust ultimately contributed to the expulsion of foreign
missions as well. Through their daily contact with the Chinese, missionaries were
suspected of collecting intelligence for future invasions (Shen, 1993). Despite the
ongoing mutual disregard for one another’s culture, the establishment of factories in
Guangzhou, with the regular commerce of international workers associated with it,
marks the period in which the Cantonese-English pidgin began to blossom. There is
some evidence that this early form of the pidgin contained elements of an earlier
31
Portugese-Cantonese pidgin that would no doubt have developed as a result of China’s
then more than century-old relationship with Portuguese missionaries.
Whatever its linguistic ties with Portuguese, the distinctly English Chinese
Pidgin English would be the vehicle of the primary influence of English in China for
almost two hundred years. This is the way the Chinese would have it, not the English
Frustrated decade after decade by China’s resistance to trade, not to mention a lack of
significant vulnerability to the establishment of English land and power bases, the
British finally extended their reach through the “Treaty Ports” that they forced open in
1 843 in the wake of the Opium War. It was precisely through these southeastern ports
through which British goods flowed that the Chinese Pidgin English made its way to the
cities of the southeast and into the Yangtze valley (Cheng, 1992, p. 164).
While the duration of Chinese Pidgin English would be long, its use in China
would never extend much beyond the expedient. According to Chen (1992, 164) it
would remain a medium of communication between Chinese servants and foreign
masters, Chinese merchants and their English customers, tradesmen and, briefly during
its expansion in the 19th century, between foreigners and upper-class Chinese. Even
during the period of its expansion, however, the geographic reach of Chinese Pidgin
English was rather delimited, given the size of China’s land and population even in the
19th century.
Early Mission Influence
The missionaries in China of this early era were Catholic, primarily Portuguese
Jesuits. Though they did not contribute directly to establishing an English language
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presence in China, their role should be mentioned briefly, as it lay the foundation for
not only the disputed linguistic ingredients of pidgin English but, more importantly,
later English speaking missions that would be the first direct and flourishing source of
standard English education in China.
As early as the late 16th century Jesuits had sought permission to establish bases
in Beijing and had on occasion met with success. Despite the general suspicion of the
Qing authorities, some individuals such as Matteo Ricci (1552-1610) had established
friendly relations through diplomatic tact, personal charisma and a tolerance of things
Chinese. In his ten years in China, Ricci worked to justify Christian ideology using the
framework of Chinese tradition and Confucian philosophy. He learned Mandarin and
adopted Chinese dress and customs. At his death, there were some 2,000 Chinese
converts, some from high ranks in the government.
This foundation allowed the Jesuits a presence in China that would survive a
change of dynasty from the Ming to the Qing and find fruition in the latter half of the
century. During Emperor Shunzhi’s reign (1644-1661) he pursued favorable relations
with another Jesuit missionary, Adam Schall von Bell. His successor to the throne.
Emperor Kang Xi (who reigned from 1662-1722) issued an edict tolerating Christian
worship. Because the Christians do not “excite sedition’ or “teach dangerous
doctrines," he declared, they should not be opposed (McManners, 1990, p. 317). The
accommodation did not last long.
The approach of the Jesuits in China, as elsewhere, would meet with limited
acceptance and success because of the respect they paid to the people and country
where they sought to take the Christian message. The internal strength and order of the
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Qmg Dynasty and the Jesuit acquiescence to the throne enhanced the modest successes
of their mission. The forces contributing to the removal of Christian missions in the
17th century were largely beyond the control of mission priests; rather, they were a
consequence of general deteriorating relations with foreign powers. As we will later
see, the principles of internal stability combined with sincere indications of respect from
outsiders are of foremost significance in determining the efficacy of relations between
Western and Chinese authorities, whether these relations are motivated by spiritual,
economic or political priorities. Not until the end of the 19th century would the
dynamics that determine the relationship toward emissaries speaking foreign tongues
change dramatically.
Robert Morrison’s First Missionary School
In the century and more that separated the erection of the first British factories in
Guangzhou and Robert Morrison’s arrival in Macao, the exchange of English and
Chinese language and culture in China was severely limited. There is no evidence of
any systematic language learning on either side, although clearly there were isolated
instances of the Chinese learning English and vice versa as the document quoted in
Baily (1985) indicates. This is a statement by Li Shiyao, the Governor-General of the
Liangguang Provinces in 1759:
Formerly, when they [foreigners] came to Canton to trade, they relied
upon Chinese translators to conduct their business. Lately foreign
merchants like Hung Jen-hui [James Flint] have proved to be not only
familiar with Cantonese as well as Mandarin but also able to read
Chinese words and understand their meanings. There are several who
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have achieved this proficiency. How could they possibly have achieved
it, had not some traitorous Chinese secretly taught them? (p 14).
Li Shiyao takes as a given that there would be Chinese translators available to translate
from English, but “traitorous” that any Chinese would be teaching Chinese. Despite the
anomaly of such cases of language learning as mentioned here, conditions between the
two countries were far from static. Limited trade continued, and the English
persistently pressed for its increase.
English missions began to recognize the fertile ground in China only after their
Portuguese counterparts had been there for well over a century. This cognizance
occurred more as a result of information obtained from trade reports than any
predecessors in the mission field. As its first initiative in the relatively virgin territory,
the London Missionary society sponsored Robert Morrison in 1807 to find any city in
China to live, learn the culture, and convert the Chinese to Christianity. He settled in
Macao. Morrison devoted more than ten years to learning Chinese and translating the
Old and New Testaments into that language.
In 1818, Morrison founded the first missionary school in Macao, the Anglo-
Chinese College. The significance of this college for English teaching in China would
be profound. As part of its charter the college adopted the mandate “to teach English
and Chinese in order to preach Christianity” (Shen, 1993, p. 21). The school of
necessity adopted the grammar and text centered approach familiar to the Chinese, an
approach usually referred to as the grammar-translation method. The object was to
increase sympathy for Christianity through familiarity with Western culture, and,
having accomplished that, to translate Christian teachings to other Chinese. Therefore
little training in listening and speaking skills were necessary.
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Much has been made ofthe English education of this period adapting to the
Chinese Confucian methodologies that include authoritarian, teacher and text centered,
grammatically based approaches to language teaching. The emphasis is justified only to
the extent that these missionaries deliberately employed a pedagogy that they knew
would be consistent with Chinese tradition. In fact, such an approach, while springing
from very different soil, was not altogether different from the exposure to language
teaching that English missionaries of this period would have received at home. In the
nineteenth century, foreign language education in English speaking countries was still
well grounded in the study of classical languages, Greek and Latin. To be sure,
teachers, texts and grammar were at the center of the curriculum in those contexts as
well. Teaching strategies in both countries are accurately called grammar-translation.
Robert Morrison’s Anglo-Chinese College opened with a class of 60 Chinese
who were offered courses in English, Chinese, geography, geometry, astronomy and
ethics. All of the courses employed grammar-translation strategies to impart knowledge
of content. The legacy of this institution, offering sustained, formal English instruction
to Chinese students over a period of several decades, would be sufficient to place it in
the history of English in China. The most notable achievement of the institution, or
more specifically its founder Robert Morrison, however, was not in any achievement of
his Anglo-Chinese College per se but in the several similar missionary institutions that
it spawned. When Morrison died in 1834, after more than a quarter century of service
to the field of mission work, the English and American missions throughout
southeastern China, in Macao, Guangzhou and Hong Kong, decided to honor the man
who had paved their way by establishing the Morrison Education Society. This society
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would establish numerous institutions following Morrison's example and, in addition,
open a large mission school offering instruction in English that would be called the
Morrison Memorial School.
The list of courses and some textbooks that the Morrison Memorial School
utilized is ample evidence that this school, as would many others like it, approached the
teaching of Christianity through teaching the English language and culture, and thus
laying a foundation for their faith. Among the materials used there before its closing in
1850 were the following textbooks: Perley’s Geography
. Jeffrey’s History of England
and Colburn s Intellectual Arithmetic. Other textbooks were also of English origin
(Shen, 1993, p. 23). As we will see, this approach did not go unchallenged by either
missionaries or the Chinese themselves.
A hallmark of this period in the mid 19th century, during the growing influx and
influence of the Christian missions, is the increased presence of American missions that
brought not only their own brand of Christianity but their own brand of English. The
schools established by the Morrison Memorial foundation would require that all
instructors, with the exception of some highly educated and outstanding Chinese
intellectuals, be either English or American (Shen, 1993, p. 22). The Morrison
Memorial School was established in Macao in 1835 and would survive a move to Hong
Kong in 1842 and the Opium War of that decade, but would eventually close its doors
in 1850 as a result of organizational disputes between the English and now influential
American missionaries.
The schools established by this society would enroll Chinese students as young
as eight years old and up, but rarely beyond teenage years. The Chinese had long
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believed that education is integral to a child’s maturing years. To reach children when
they are young and impressionable is better rewarded than attempting to train a mature
mind, which is more receptive to seasoned wisdom than raw knowledge The
missionary educator willingly adopted a similar philosophy, but with more than a
philosophical agenda. The Chinese were also trained to be suspicious of foreigners.
The Opium Wars of this era helped to justify such suspicions. The younger Chinese
were less apt to be swayed by political influences, and, the missionaries therefore had
reason to believe, would eventually make better servants of Christianity in China.
The approach of training Eastern minds in Western ways had at least two results.
On the one hand, as anticipated and hoped for, there emerged a generation of Chinese
Christians. These clergy and spokesmen were, by virtue of their nationality, better
apologists for Christianity to the Chinese than a foreign missionary could be. They
offered living evidence ofwhat Christianity could offer the Chinese, and to many
Chinese, particularly in the more learned and affluent classes, the message had genuine
appeal. On the other hand, for a considerable number of Chinese students of
Christianity, while it may be true that they did not enter the mission schools highly
politicized, the very experience of their education would offer them political fodder.
From this group, whose loyalties proved to be more for China than for
Christianity, would come a number of advocates for the modernization of China.
Others would offer models for the tenets that these and other “modernizers” espoused
by contributing to the increased political and technological sophistication of China. The
contrast between these two products of the mission schools did not escape the founding
missionaries. It became the source of a debate that would long continue, a debate which
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had a parallel among Chinese intellectuals who argued over the future ofChina This
debate would flourish along with the increased access to China that missionaries
enjoyed following the Opium War and reflect an ironic common perspective between
liberal missionaries and conservative Chinese traditionalists
The Opium War ( 1 840- 1 8421
Despite the inevitable disruption of warfare, the Opium War, due to the confined
geography of the fighting and the immediate political changes that followed, did little to
interrupt the Christian mission work and the English education closely associated with
it, on the contrary, it ultimately expanded its reach. The provocation for the war was
the Emperor Daoguang s orders that all opium holdings in Guangzhou be destroyed,
holdings which included thousands of chests that belonged to the British and
Americans. The British had encouraged the opium trade in desperation to have a
market in China and considered the emperor’s act as a potential death blow to trade in
the region. To guarantee a future for English trade in China, British troops forced
concessions from the emperor who, with a disorganized and old-fashioned army, could
not defend his kingdom.
The immediate effect was the opening of several trade ports at Shanghai,
Ningbo, Amoy, and Fuzhou, as well as the reopening of Guangzhou. As mentioned
earlier, this was the catalyst for the expansion of the Chinese Pidgin English. It was
also the catalyst for the establishment of mission schools throughout a much wider
range in China, an opportunity that the Morrison Education Society readily exploited.
The effect of the Treaty of Nanjing that established these conditions is difficult to
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overestimate. Eastern and Western historians agree that this was the point at which
China was forced to come to terms with the rest of the world, to begin the process of
modermzation, and to attempt a reorganization that would allow its millions of people
to be manageable by something other than an obsolete bureaucracy and ancient
superstition. As for its impact on English language education, we can see from the list
of mission schools opened in the wake of the war its immediate effect. The sheer
number of missions increased from 20 in 1840 to 618 in 1853. By 1889 the number
would reach 1,296 (Li, Zhang & Liu, 1988, p. 5). Longer-reaching influences would
follow in the succeeding generation as the move to modernize China from within,
particularly by the self-styled “Self-Strengtheners,” gained momentum and influence.
Western Publications
A notable feature of this period, while not an aspect of institutional English
language education, was the appearance of several English language newspapers on the
Chinese mainland. In addition to these papers, which allowed the most public access to
English available thus far in China’s history, there also appeared papers in the Chinese
language that dealt exclusively with Western subject matter or issues related to China’s
relationship with the West. These, even more than the English language papers meant
for Westerners, functioned as a modest means to bridge the cultural divide that had for
so long separated nations that were coming into increasing contact—and conflict.
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Table 2. Schools Established by English-speaking Missionaries After Opium War
School Location Year Nation
Girls’ Private School Ningbo 1844 UK.
Loyal Christian School Ningbo 1845 US.
Guangzhou Boarding School Guangzhou 1847 US.
Huai-en Middle School Shanghai 1847 US.
Fuzhou Sunday School Fuzhou 1848 US.
English-Chinese School Shanghai 1850 US.
Saint Marie’s Girls’ School Shanghai 1851 US.
Fuzhou Girls’ School Fuzhou 1851 US.
Fuzhou Women’s
Polytechnic Institute
Fuzhou 1853 u.s.
Yuyin Women’s Polytechnic
Institute
Fuzhou 1859 u.s.
Qing-xing Boys’
Middle School
Shanghai 1860 US.
Qing-xing Polytechnic
Institute
Shanghai 1861 u.s.
(Li, Zhang, & Liu, 1988, p. 6)
Institutional Experiments (1861-1902)
The era that began roughly at the end of the Taiping uprisings and what is
sometimes called the Second Opium War is often considered the period that marks the
origin of English language education in China. It was then that the Chinese recognized
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the need to initiate foreign language education in institutions of their own. This was a
dramatic departure from the past when, as we have seen, English language education
was perpetuated most often by those with the motive of winning Chinese hearts and
minds to Western ways, in particular to Christianity. Up to this point the only English
language education in China that had been initiated by the Chinese were the few, small,
privately operated tutorial programs available for training translators and diplomats that
had sprung up from time to time in the capitol of Beijing in the previous two centuries.
A movement among the intelligentsia at this time styled themselves as the “Self-
strengtheners. The name was taken from the Book of Changes, a verse ofwhich states.
Heaven moves on strongly; the gentlemen therefore incessantly strengthen
themselves (Huang, 1988, p. 209). The Self-Strengtheners were not revolutionaries;
they sought change within state institutions, but institutions for the increase of foreign
knowledge in linguistic and technical expertise did not exist outside of the mission
schools. They undertook, therefore, the first substantive educational reform in China,
the first true departure from the age-old Confucian tradition toward Western-style
institutional education.
An official notice to Emperor Xianfeng reads, “We request Your Majesty to
order Canton and Shanghai each to send to Peking two men who understand foreign
spoken and written languages to be commissioned and consulted. We note that in any
negotiations with foreign nations, the prerequisite is to know their nature and feelings.
At present, their speech cannot be understood and their writings can hardly be
deciphered. Everything is impeded.” Despite his reputation as a “hard-line xenophobe”
(Huang, 1988, p 205), the need was acknowledged. The approval of this request
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marks the origin, on January 13, 1861, of the Tongwen Guan interpreter's college,
associated with a new office of foreign affairs, the Zongli Yamen.
Earliest Chinese English Education Institutions
Tongwen Guan (School for Combined Learning) was a departure in foreign
language training, and in Chinese education more broadly, because it centered language
learning within the immediate concerns and objectives of international diplomacy; it
was practical, technical training. Rather than focusing the education of Chinese minds
solely on the memorization of Confucian classics as preparation for bureaucratic
service, Chinese administrators took on responsibilities Western missionaries had
assumed for decades-imparting what was essentially job training skills. It is for this
reason that Chinese historians, according to Ross ctpoint to the Tongwen Guan system
as the forerunner of modem educational reform in China” (1993, p. 29). No longer
would the state have to rely on coastal tradesmen and missionary school graduates to
serve as the liaisons between China and foreign powers when formulating important
treaties.
It was an inauspicious inauguration for national education reform. Tongwen
Guan was plagued from its inception by lazy students, culled from privileged families,
spoiled, and unwilling to study. To make it worse, the state had difficulty finding
qualified Chinese teachers of foreign languages and eventually, though reluctantly,
consented to having foreign teachers on staff. The permission to hire them came in
1 862 with the agreement that they would not proselytize. Though Tongwen Guan met
with mixed success at best, it marked the genesis of a new pattern in language
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instruction in China, language instruction for the state, by the state, in a systematically
organized and long-lived institution. In the harshly conservative climate of the times,
any institutionalized departure from traditional Confucian education was considered
radical, and Tongwen Guan inspired a significant vocal opposition. The mounting
practical need for China to have access to Western technical know-how, however,
proved to be a more vigorous defense than the claims of its supporters.
Only two years after the establishment of Tongwen Guan, a sister institution was
established in Shanghai, the Shanghai Foreign Language School. It was officially
opened on 28 March 1864. Though designed to serve the same purposes as its
counterpart in Beijing, it differed in character from the beginning. These differences
ultimately led to it serving a very different but highly valued function for the state. The
Shanghai Foreign Language School actively recruited the best and brightest young
students from regional schools, not just from elitist families. In addition, the faculty
consisted of technical experts in addition to foreign language teachers who offered
training in subjects such as history and literature taught in the English language.
Thanks to its more cosmopolitan location, Chinese faculty with expertise in foreign
languages were readily found; fully 24 of its staff of 29 were Chinese. As the founders
of Tongwen Guan had hoped for but failed to realize, a modem Chinese institution
offering English language instruction but guided by Chinese faculty was established.
In little time, graduates of the Shanghai Foreign Language School assumed
leadership roles in China’s modernization efforts, though not capacities originally
imagined. Not one entered diplomatic service, the preparation for which was the
original mandate of the school. This had more than a little to do with the location of the
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school. Shanghai was well known to be more industrial than agricultural, more open to
Western ideas, and generally speaking more outward looking than the perennially
provincial Beijing.
Within three years, the Shanghai Foreign Language School was renamed the
School for Dispersing Languages and was consolidated with a technical school for
shipbuilders and machinists, the Jiangnan Arsenal. The School for Dispersing
Languages became a model for the social reformer Zhang Zhidong, who advocated a
balanced approach to Chinese and Western learning. “To know foreign countries and
not know China is to lose one’s conscience; to know China and not know foreign
countries is to be deaf and blind, Zhang wrote. He explicitly advocated foreign
language education. “The gateway [in relations between China and the outside world],”
he wrote, “is an understanding of the languages of other nations” (Ross, 1993, p. 28).
All did not share this modernization philosophy of Zhang, however, which was
tolerant of the West and mindful of the practical benefits that foreign languages could
bring. An opposing view was held by, among others, Yan Fu, also a noted reformer,
but of the traditional bent, and a contemporary of Zhang. He wrote.
The difference between Chinese and Western knowledge is as great as
that between the complexions and the eyes of the two races. We cannot
force the two cultures to be the same or similar. Therefore, Chinese
knowledge has its foundation and function; Western knowledge has also
its foundation and function. If the two are separated, each can be
independent; if the two were combined, both would perish (Ross, 1993,
P 2).
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Mission Expansion and the “English Question”
Mission schools during this era of the first stirring of Chinese initiatives
to modernize had to cope with internal struggles. Perplexed as to the best
approach toward training Chinese students, missionaries debated if it was more
appropriate to offer a Western curriculum in English or a curriculum based in
Chinese culture and language. Most missionaries acknowledged the
contributions to learning that the Confiician curriculum offered, despite its
political, authoritarian and antiquated themes. At the same time, many felt that a
secure Christian education must rest on Western learning. The debate became
centered on English language education and presented the directors of the
mission schools with a dilemma that became known as the “English question.”
The dilemma of the so-called English question was that on one hand, teaching
English in the schools provided a door through which Western culture and influences
could flow, making students more receptive to Christian ideology. On the other hand,
the exclusive use of Chinese in the schools would help to develop a band of dedicated
Chinese Christians who could promote the faith more consistently at home, without
suffering distraction from Western influences. Missionaries were divided on which
course to pursue. Complicating the situation were the Chinese who recognized learning
English as a road to material gain and had motivations all their own for entering the
schools. While many of the students ostensibly entered the mission schools as
candidates for the ministry, their swift entry into international trade once graduated
revealed their true motivation
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Put to the American Board and Commission ofForeign Missions most
succinctly, the following statement from one of its missions underscores the dilemma of
the English question:
...the question of the study of English is certain to be pressed upon the
school. English is an open door for the introduction of Western thought,
and if thoroughly subordinated to the highest ends may be a blessing to
the Chinese; but thus far English is chiefly made a stepping-stone to
some position of secular advantage. If English means an open way to
position, as physicians, teachers, interpreters, and the like, with salaries
from three to five times greater than can be paid to native preachers and
teachers in Christian schools, the best of our students will work toward
such positions, and our mission work will not be built up as it ought to be
(Ross, 1993, p. 20).
The question of the role of English among the missionary education programs in
China in the last decades of the nineteenth century was never resolved. The debate over
the role of English merely symbolized an inherent tension in philosophy among
advocates of mission work. For those who believed that the Chinese should be
encouraged to have a Christian education at any cost, English proved an incentive that
was effective and easy to justify, despite the loss of many of these students to secular
pursuits. For those who feared that English would prove to be a source of distraction
from the essential Christian message toward more material interests, English education
was thought of as potentially thwarting the very mandate of mission work.
The irony of the English question was that American and English mission
groups were as divided over English education in China as the nationalistic Qing
officials and modernizing “Self-Supporters” were. These differences were an early
example in China of the divisiveness latent in language education, which, however
repeatedly it is ventured, cannot impart language free from political or cultural content.
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The increasing promotion of English language education and especially the
changing attitudes it caused during this period proved to be all but the death of the
centuries-old Chinese Pidgin English. Cheng explains that, especially in the 1890s, “as
a consequence of social and political disfavor and of the preference for Standard
English, [Chinese Pidgin English] started to decline” (1992, p. 164). Despite this, the
Pidgin survives to this day among a small community of Chinese speakers in Hong
Kong.
The hardships that China experienced in the last half of the 19th century, from
foreign invasions, natural disasters and the Taiping uprising, all contributed to the sense
that some fundamental changes had to be in order to allow China to come to terms with
the modem world. That change would begin to take shape soon after the new century
dawned.
Modernization and the New Republic (1902-1949)
For nearly a century, beginning in the mid-nineteenth century, China’s national
affairs suffered from a series of crises, tumults and conflicts. The progress of formal
education and institutional English language instruction was erratic, but clear patterns
can be seen throughout the turmoil. Ifthe decades between the second Opium War and
the dawn of the twentieth century can be characterized as planting the first roots for
institutions of English language education in China, then the first decades of the present
century can fairly be described as the blossoming of those institutions.
Modernization gained momentum through a series of national crises, similar
from those of the eighteenth century in that they originated both from inside and outside
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China’s borders, different in that they had the effect of destabilizing and eventually
toppling, in 1912, China’s unbroken two thousand year line of emperors. There was
fierce division within the ruling elite that encircled the young emperor in the first
decade of the century; there were dozens of restless revolutionary movements that
suffered from lack of organization and leadership but made great gains nevertheless;
economic challenges struck at the heart of national priorities; a new republic was bom
from revolution; and there continued the strife of international conflict. These and other
crises convinced Chinese educators, not through rhetoric or diplomacy or philosophy,
but by the collapse of antiquated institutions attempting to deal with contemporary
problems of organization, that there was a real need for new schools.
In 1902, a new educational constitution was announced, inspired by Japanese
educational reform. As a result came the single most important advance in English
language education during this period, an unprecedented, dramatic increase in the sheer
number of modem schooling institutions throughout China. In Shanghai alone, notes
Ross (1993), the number of“modern” schools (xuetang) increased from 10 to 218
between 1 895 and 1911. In the country as a whole “the number of government-
supported schools increased over seventy times, surpassing mission schools in both
numbers and prominence” (p. 32). Despite the relative paucity of Chinese qualified to
teach them, instruction in foreign languages was amongst the top priorities of these
institutions. As part of the sustained drive to modernize, foreign language instruction in
the decade 1912-1923 was allotted more time than any other subject. Instructors trained
by an earlier generation of missionaries provided a significant number of the Chinese
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teaching force; others were culled from the graduates ofTongwen Guan and the
Shanghai School for Dispersing Languages.
Ongoing Role of Christian Missions
Among the missionaries of this era, a new concern arose that would throw the
“English question” of the previous period into a new light and eventually overshadow it.
As China developed modern schools, largely following the modernizing efforts of Japan
and partly the modem education the mission schools themselves had provided, it was
less dependent on missionaries for teaching talent and curricula. Missionaries
recognized that they were to some extent working themselves out of relevance. The
success that the mission schools had in developing a certain independence among their
students in negotiating the complexities of modern institutions left them with the need
to redefine their role. This phenomenon made English a sine qua non for mission
educators who were uniquely positioned to offer expertise in this field, a field Chinese
educators increasingly, albeit often reluctantly, acknowledged as essential. “The time
will surely come,” a missionary wrote in 1922, “and missionary education is hastening
it, when the Chinese language will be able to express, and Chinese scholars furnish, all
the ideas or information the nation will require. Until then at least English will be, as
the classics or modem European languages have been in England and America, the sign
of broad culture and a most useful tool for acquiring and imparting it” (Ross, 1993, p.
32). The number of mission schools continued to increase, despite the increasingly
nationalistic climate of the country. As long as there was a need, the missions saw it as
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their duty to respond, and even the vast increase of government schools did not meet the
demand for education.
Experiments with new pedagogical approaches to teaching English were an
important part of the internal reorganization that took place among the mission schools
of this period. The “basal principle,” defined as student interest, influenced missionary
teachers to begin courses in conversational English. Missionary teachers began to write
their own textbooks, with greater contextual relevance to China. The progressive
movement in education reached China not only through mission teachers but through
Chinese students returning from study abroad and, most literally, with the visit of John
Dewey to China in the wake of the new openness following the May 4th movement of
1919 .
While missionary opponents of English language instruction continued to voice
their opposition, they were a shrinking minority in a battle against the rising tide of
English as access to political and economic influence. The concern of this constituency
was substantially the same as it had been when the question surfaced some half century
before: the subject matter of the missionary was the message of Christianity. This
message was attenuated by English due to the secular power and influence of the
language; opponents of English language instruction in mission schools believed an
approach to a spiritual message via a vehicle which embodied worldly temptations
created an incompatible agenda for missions and should be excluded, replaced by
instruction in Chinese alone.
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Nationalism
The boom in new schools and English language education in the decade leading
to and following the establishment of a Chinese Republic was a catalyst for a policy
debate that had long existed but grew more urgent in light of present conditions. The
increasing influence of Japan in China’s affairs loomed large as both a model of
modernization and a threat to independence. At the same time, Western powers were
profoundly influencing Japan’s development. While China had emerged from its self-
imposed isolation of the previous century, there was widespread concern that, as China
adopted new strategies in organizing its affairs, it was losing the national identity of
which it was so proud. Chinese officials were determined to maintain a clear distinction
between learning English for practical purposes and assimilating Western values. The
former they embraced, the latter they rejected. The problem arose again from attempts
to create a false dichotomy between language and culture.
The divergent attitudes towards English instruction of the mission educators and
those responsible for the newly established government schools created a lasting gulf in
Chinese English education. Among the students of the now undeniably elitist mission
schools, English instruction was the foundation of culture and knowledge. In contrast,
in government schools, English education was a stranger begrudgingly tolerated, a tool
through which to acquire knowledge, power, and influence in political and scientific
arenas that would assist China’s international competitiveness. Some credit the
emergence of the bourgeoisie class in the treaty ports to this very dichotomy, which
divided the camps of both the new generation of Chinese educators and their missionary
counterparts. If this dichotomy created a new class of Chinese, it also created strange
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bedfellows. Chinese political activists and missionaries shared the belief in English, as
well as other foreign languages, as a means for personal transformation. Both engaged
in eclectic experimentation with the pedagogy of language instruction, attempting to
give students a better grasp of practical skills.
In 1920, the Foreign Language Center in Shanghai was established to train
political activists in languages including English, Russian, French, German and
Japanese. Among its relatively small classes of graduates were such illustrious future
leaders of China as Liu Shaoqi and Mao Zedong. A couple of years later the center was
absorbed by Shanghai University, a center of revolutionist activity. Shanghai
University itself was disbanded several years later, in 1927. As the 1920s drew toward
a close, the pitch of revolutionary fervor heightened as reforms failed and
reorganization in a variety of social institutions had little or no impact. In this
atmosphere, just as mission leaders anticipated at the turn of the century, mission
schools were regarded with suspicion, cynicism and hostility and, as a result, were
deemed increasingly irrelevant. Mission schools were regarded not only as advocates
of the Western values that polluted China’s national ideals, but obstacles to instilling the
Chinese values that made the country so great.
While this charge might have been true, what the mission schools perpetuated
by design, state sponsored schools often perpetuated by default. Instead of teaching
English in some manner relevant to the Chinese context, as some institutions nurturing
political leaders were attempting, teachers would immerse students in English and
American culture. The English instruction at these schools, according to Cheng (1992),
was often transplanted without modification from English and American universities to
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the Chinese. Students would learn to “memorize the works of Shakespeare and other
writers of the past” and “write quaint and sentimental essays in imitation of Charles
Lamb, but they were unable to write short articles to comment on current national and
international situations” (p. 165). While the English competency of the graduates of
mission schools exceeded those in government schools, both were exposed to a learning
environment that made it difficult for them to grasp realistically, and therefore to
criticize accurately, the politics and culture of the West. The irony is that by
experimenting with culturally relevant language instruction strategies, the mission
schools actually did a superior job of training Chinese leaders for foreign affairs. Less
than a generation later that would translate, for many, into their expulsion from China.
Socialism and A New China 0949-19971
Students of China tend to choose a period of time, framed by historical events,
upon which to focus. The two most general of these categories are, of course, pre-1949
and post- 1949, the former being for students of Chinese history and the latter for
students of the current events or the “modern history” of China. My objective in this
chapter inclines me to violate this convention, though I do so with some reservation. In
order to see the landscape and understand the foundations of English education in
China, it will be necessary to venture tentative steps into the modem era and examine
the pendulum swings of foreign language policy that occurred immediately following
the establishment of communist rule.
China’s break from the past was dramatic, severe, and real. The death of the
Empire almost 40 years earlier proved to be a mere hint of things to come compared
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with Mao’s reforms. In fact, the momentum of China’s history did not halt abruptly
with the advent of a Chinese Republic in 1912. Subjugation to foreign powers
continued. Internal disorder and revolt continued and gained momentum among the
peasant class. The inability of the leaders of the Republic, one ofwhom briefly
attempted to wear the mantle of emperor, was as incompetent at managing state affairs
as many of the Qing emperors had been. The reality was unchanged: China was an
ancient dragon slumbering into the 20th century, once great, but slow to awaken to the
exigencies of a new, international and scientifically efficient world. As such, China
needed to be awakened. This it did when the Communist Party overtook the declining
Republic in 1949.
The Russian Years (\ 949- 19561
The first and immediate consequence for English language instruction in China
was that it all but ceased to exist. Russian language education in foreign language
programs had begun to gain momentum before 1949 and had already begun to eclipse
English language education. China’s aversion to what it perceived as the political
hegemony of the United States after World War II and its actions in the Korean War led
to a preference for Russian language learning. Mao Zedong, as chairman of China’s
communist party, made the preference policy when he declared his policy of “leaning to
one side” in 1949.
In 1951, the mission schools that remained in China were disbanded or
subsumed by the government. From that point until the late 1950s, when the
honeymoon between China and the Soviet Union began to sour, English language
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education was unknown except to a very few programs for officers of the foreign
service. So pervasive was the shift from English education to Russian that the many
Chinese English teachers in state schools had to be “retrained” to teach Russian Some
of these teachers suffered castigation as Western sympathizers.
One of the features of this period that would have an impact on English
language education was the wholesale embrace of Russian language teaching
methodologies in addition to the Russian language itself. The approach was familiar to
generations of Chinese foreign language teachers and did not differ essentially from the
standard grammar-translation strategy used by early nineteenth century missionaries
and mid-twentieth century government English teachers. The significant variation was
the increased use of reading materials, designed for language learning and thus
incorporating some materials relevant to the Chinese context.
The introduction of the “intensive reading” approach to language study, now a
staple in all foreign language education in China, was also introduced during this
period The intensive reading approach is the strategy of focusing on a short reading
assignment as a source for a variety of structural, grammatical, vocabulary
development, and discussion activities.
Such changes were paralleled by a general decline in foreign language education
as a priority. In the midst of revolutionary pragmatics, the study of foreign languages
was often regarded as a luxury. In 1954, foreign language instruction was discontinued
in all junior high schools. The implementation of a three-year curriculum in lieu of the
four-year curriculum for languages resulted in an over-all decline in the percentage of
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classrooms devoted to foreign language instruction from twelve percent in 1950 to just
over six percent in 1954.
The first years of the newly independent China were replete with change that
grasped at the root of ancient tradition. The Russian model was an expedience that
proved to be close-at-hand, convenient, and short-lived. The Soviet Union continued
insistently to attempt to control Chinese policy. Mao Zedong tolerated this
patromzation while he built China’s internal organization and strength, but after more
than a decade he would tolerate it no more. In 1960, a formal rift occurred that would
allow English education a momentary springtime before the desert of the Cultural
Revolution.
The Renaissance Years (\ 957- 19651
In the few years that intervened between the formal estrangement between
China and the Soviet Union and the political excesses of the Cultural Revolution,
English language education, with Mao’s blessing, enjoyed a brief respite from its near
extinction. Mao denounced the wholesale acceptance of the Russian models in
education and decided to support foreign studies “provided that vigilant efforts be made
to eliminate their corrosive influences” (Ross, 1993, p. 37). As a direct result, English
language education gained swift momentum.
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Table 3 Number of Full-Time Junior and Senior Secondary School Russian and
English Language Teachers in China 1957-1965
Year Junior
Russian
Senior
English
Junior Senior
1957 195 3,991 73 770
1958 1,932 4,724 635 1,005
1959 3,976 5,694 1,859 1,471
1961 11,704 7,523 3,384 2,017
1962 13,976 8,052 5,822 2,288
1963 18,704 8,295 11,704 2,801
1964 20,005 8,007 15,608 3,402
1965 19,543 7,727 19,751 4,033
(Educational Statistics Yearbook of China 1990)
Note: Statistics for the year 1960 are not available.
The table illustrates how, during this period, both Russian and English
instruction made gains. The growth in English was steady, however, while that of
Russian language instruction experienced a growth spurt at the turn of the decade, only
to slow down a couple of years later, even declining at both the junior and senior
secondary levels. By 1963, English accounted for nearly 20 percent of total class hours
in Chinese schools. This pronounced turnaround is symptomatic of the pendulum
swings in policy that occurred under Mao’s leadership Among his challenges was the
attempt to encourage practical reform while at the same time reigning in influences
from the West, from which many of the reforms were borrowed. The irony of this
dichotomy was embodied in the concept of English language education itself.
58
Though a transitory moment for English language education, one pedagogical
strategy inserted itself during this period and made a lasting impression. In the search
for methods to promote the long neglected speaking dimension of language learning,
Chinese English teachers embraced the audio-lingual method wholesale. This method
would become, along with the ancient grammar-translation method, one of the
theoretical foundations upon which virtually all texts were designed and classroom
activities planned. Advances in descriptive linguistics research and behavioral
psychology inspired the audio-lingual method. The heart of this method is the use of
the target language only in the context of conversation and culture, familiarizing
students with variations of structures through repetition, substitution and transformation
drills.
Because the audio-lingual method is teacher centered and yet promotes
conversation, it was easy to employ in China’s large classes. The most conspicuous
obstacles to its implementation were Chinese teachers’ heavy reliance on the grammar-
translation method with which they were so familiar, and their inhibitions at leading
conversation in English, which often they were not so familiar with. Yet thanks to a
centralized government and a real need for an alternative method for language
instruction, the audio-lingual approach became a pillar that, while taking a hiatus during
the Cultural Revolution, would reemerge, with the grammar-translation method and
eventually, though to a lesser extent, the communicative approach, as one of few
systematic teaching approaches employed throughout China.
59
The Cultural Revolution (1966-1 976)
Given the reputation of the Cultural Revolution (or the Great Proletariat Cultural
Revolution as it was known in China) for its severe inward and even isolationist reform
strategies, one might imagine that English language teaching would suffer a similar
decline to that following 1949, and for a short time it did. The initial fervor of the
Cultural Revolution resulted in the suspension of not only English language teaching
but all institutions of formal instruction. Textbooks were often banned and burned
Though the interruption was temporary, some universities remained closed for years,
and curricula would be radically revised at all levels. Many foreign language teachers,
including especially English teachers, suffered abuses far worse than they had in 1949.
Many were abused, persecuted, thrown in prison, labeled as “worshippers of foreign
capitalism” and accused of spying (Shen, 1993, p. 79).
A new cadre of teachers would pick up where the older generation had left off
and, ironically, contribute to the most pronounced increase in the numbers of English
teachers in China s history. The number of English teachers at secondary schools
increased more than seven-fold between 1965 and 1978 from 23,784 to 163,339. This
statistic, however, belies the reality of English language instruction during this period.
The general increase in access to education throughout China at all levels and in all
subjects accounts for much of the rise. For example, the increase in Chinese language
teachers during the same period was from 1 16,863 to 1,022,41 1 Judged as a ratio
against Chinese language teaching, therefore, English teaching did increase more
slowly.
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A further consideration is that the tens of thousands of newly trained English
teachers were graduates of short, intensive training periods that did not provide
adequate preparation to teach a language in which the teachers had not yet developed
expertise or, in many cases, even become competent. And finally, the motive for
English language education during this time was explicitly articulated by the State—“to
serve the revolution” (Cheng, 1992, p. 162 ). As a consequence, teaching materials
were designed with purely propagandist intentions, advocating the leadership ofMao
and his various teachings. Original English language materials were strictly banned
Teaching method in any deliberate or organized manner all but disappeared, replaced by
teachers who, for the most part, merely assigned worksheets and read aloud to students.
Educators are not alone in referring to the years of the Cultural Revolution as the “lost
decade.”
Mao’s death in 1976 signaled the end of the Cultural Revolution and the rebirth
of English education. A qualitative advance in the following years would surpass even
the misleading quantitative advances of the decade of the Cultural Revolution, as
Chinese throughout the nation embraced English as means of taking part in the new
Open Door policy of social and economic expansions.
The Era ofReform (1978-19971
The end of the Cultural Revolution brings us to a familiar place in this survey of
English language education in China, to the brink of comprehensive reform. As the
cycles of English in China clearly indicate, a reformed approach to English language
education is nothing new in China. However, each time it occurs it takes on a new
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form. In 1978, in the wake of the Cultural Revolution, it took on a form that reached
into virtually evety institution of formal education in the country. Everything would be
revamped: the attitudes, materials, pedagogy, the theory of English teaching, and the
resources devoted to it would all be examined and change attempted
Deng Xiao Ping was the new architect of reform in this era After establishing
his power, Deng set about to modernize China’s economy. In order to achieve this goal,
particularly in the wake of the Cultural Revolution, a marked degree of contradictory
goals had to be asserted. This was a reflection of the politically charged atmosphere of
the time. Deng wanted it both ways: to reorient China’s economy to international
markets and to assuage the nationalistic political operatives who saw their power
ebbing.
The following extract from the introduction to the 1978 English syllabus
indicates the new goals of this era (Adamson & Morris, 1997, p. 17):
English is a very widely used language throughout the world. In certain
aspects, English is a very important tool: for international class struggle;
for economic and trade relationships; for cultural, scientific and
technological exchange; and for the development of international
friendship.
We have to raise Chairman Mao Zedong’s glorious flag, and carry
out the policies initiated by the Party under Hua Guofeng’s leadership, so
that by the end of this century, we can achieve the Four Modernizations
of industry, science and technology, agriculture and defense and make
China a strong socialist country. To uphold the principle of classless
internationalism and to carry out Chairman Mao’s revolutionary
diplomacy effectively, we need to nurture a large number of “red and
expert” people proficient in a foreign language and in different
disciplines. That is why we have to strengthen both primary and
secondary teaching.
Despite overt political and moral messages in the textbooks of this period, the
political tone was considerably softened. The messages were encouraging, rather than
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strident, as in this quote from Book 2, Lesson 32 ofthe national English curriculum of
1978,
The Chinese people are a brave and hard-working people. We have
friends all over the world. We hold high the great banner of ChairmanMao and Chairman Hua is leading us on a new Long March. We’re
working hard to make our country rich and strong. In about 20 years,
China will become a modem and strong socialist country.
The emphasis on English education increased rapidly, in 1981, for example,
768 hours of English instruction were allotted to English for the first five years of
secondary schooling. This was an increase of 1 12 hours from the time established in
1978, but still considered too little to teach what was expected in the English
curriculum.
As the nation turned more and more toward genuine economic development and
away from a politically suflused climate, the purpose for learning English become
overtly economic. Political indoctrination via English language education faded. The
People s Education Press concentrated less on giving a bad impression of foreign
countries and more on providing a means by which technical ability and useful
knowledge for dealing with foreigners could be cultivated (p. 20).
One thing that changed little was pedagogy. The beloved Grammar-Translation
method, with influences from the Audio-lingual method, continued to dominate
instruction. Heavy demands and unrealistic expectations for learning were placed on
students. In these ways, the English education of this period shared many of the
characteristics of the pre-Cultural Revolution period.
A change was evident, however, in the universities. There, education specialists
familiar with modem approaches to pedagogy began to advocate alternatives. The
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Open Door Policy and the so-called Four Modernizations ofDeng Xiao Ping’s reform
effort provided a climate of more liberal academic exchange. The environment would
lead to a dawning awareness of alternatives, though often thwarted efforts to embrace
them.
The ebb and flow of the role and prominence of English language education in
China burgeoned into a flood in these years following Deng Xiao Ping’s comprehensive
modernization efforts and continued unabated after his death. The national commitment
to increasing opportunity, access and quality of English education continues today. The
fundamental challenges and questions facing English language educators that this case
study of Hebei Teachers University faculty addresses should be seen in the broadest
context of constant flux in Chinese education. Such perspective allows us a deeper
understanding of the bias of participants, the source and momentum of current
educational practice, and the challenges of change. This historical survey of English
language practice and policies in China over the previous three hundred and fifty year
period, it is hoped, should serve the purpose of giving a foundation for this perspective.
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CHAPTER 3
RESEARCH METHODOLOGY AND DESIGN
.
.
,
“Phenomenology... is a science of experience. It does not concentrate
exclusively on either the objects of experience or on the subject of experience, but onthe point ot contact where being and consciousness meet” (Edie, 1962, p 19)
Introduction
The purpose of this chapter is to describe the philosophical foundations for the
principal methodology used in this research, the in-depth phenomenological interview
and its practical application to this inquiry. Historical research and participant
observation, the methods that complemented the phenomenological interviews and
provided triangulation, will also be discussed. The chapter will further explain the
rationale for using the case study method to explore English teacher education in China.
Some data from a pilot research project conducted to better understand the issues of this
case study will be presented.
The chapter is organized as follows. There are two sections to the chapter.
Methodology and Design. The first section will begin with a description of the
methodology of in-depth interview research, with specific attention to its roots in
phenomenological philosophy. Following will be a description of the respective roles
that historical research and participant observation had in the case study. The section
will conclude with a brief discussion of the methodological importance of triangulation
and how participant observation and historical research were used to conduct it in this
study.
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The section on design will clarify the specific advantages of the above methods
as they apply to the problem of understanding English teacher education in China from
the perspectives of teaching practitioners. This section will begin with an explanation
of the rationale for the choice of the case study approach to understanding the
perspectives of English teacher education faculty. The results of a pilot research project
using in-depth interviewing will show the application of theory in practice. The pilot
offers a context for understanding the application of the methodology and throws light
on the educational questions that this research attempted to address. Some data from
the pilot study and tentative analyses will be presented as it offers a preview of the case
study. More importantly, the pilot offered initial empirical evidence of the validity of
the design of the case study. The section will conclude with the specific strengths and
limitations of the research design.
Research Methodology
The phenomenon of the language learning process is a complex human
behavior, the conditions of which vary from place to place. To some it might seem like
a semantic stretch even to call by the same name what happens in a second grade
classroom in Botswana and in a university in China Yet both are aptly described as
“learning EnglishT The immediate concern of this research is to discern how teachers
are prepared to teach English in China and how and why that process is changing.
Philosophy, history, psychology, linguistics and education all offer theoretical insights
into this process and why so many various activities can be called by one name. Still,
language experts and practitioners alike would agree that these theories, while offering
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important contributions, do not offer comprehensive explanations of the language
learning process. Instead each provides a glimpse of understanding that enhances the
other.
In any context of language research one thing is necessary. Understanding the
process of language learning hinges upon an ability to ask clear questions about what
aspect of the process is under investigation. Researchers must deliberately “bracket”
what aspect of the process they wish to understand. Otherwise, any inquiry will be lost
in the tangle of variables that include principles of the above-mentioned fields as well as
others
An important prerequisite of inquiry is also a careful consideration of the
appropriate research methodology for the particular context. The dilemma of the
researcher is to choose questions and methodology that, while making the research
practicable and informative, also provide appropriate constraint depending on the
respective demands of the methodology. This establishes a tension between the
objective and conduct of research that allows inquiry to proceed.
Interviewing research is sometimes used when a quantitative approach to the
phenomenon under consideration and other qualitative approaches, such as
questionnaires and observation, are determined to be inadequate as resources for
framing or ultimately reaching an understanding of the problem or question at hand In
this sense, interviewing, while common in social science research, is still considered by
many as an alternative approach to educational research. At other times, an
interviewing method is the first choice of the researcher who depends on the words,
opinions, or perspectives of participants for an understanding of the subjects. Even for
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those who use interviewing as a first choice, the awareness of the potential
shortcomings of interviewing may be acute.
Phenomenological interviewing research, among interviewing alternatives, is a
radical approach. Among other things, its most enthusiastic advocates assert
interviewing not as a weak, default method to use in the absence of a stronger
alternative, but as the only way to arrive confidently at reliable conclusions. The
justification for this stance is in the subjective priority of phenomenology that is best
understood by examining the philosophical roots of the method. The following section
will introduce and elaborate some of the fundamental philosophical criteria that
characterize a phenomenological epistemology.
Philosophical Roots of Phenomenology
The starting point for phenomenological inquiry is a willing suspension of any
metaphysical or “essential” conclusions regarding the phenomena at hand. Even this
starting point of phenomenology turns the first step of traditional scientific method,
namely, positing a hypothesis, on its head. This is not to say that the phenomenologist,
like the existentialist, believes or even supposes that “essences,” ideal forms existing
apart from their qualities, do not exist. The motivation for disregarding hypotheses and
refusing to conjecture about essences is altogether different.
The phenomenologist acknowledges that the pathway to essences is accessible,
but only through phenomena, not by the deduction or “reduction” of premises through
reason. This strategy is like the Cartesian method of deliberate doubt in that the
researcher retreats to a place of purposeful - even if postured - ignorance and
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uncertainty, but retains a confidence in the ultimate discovery of an a priori dimension
of being from which to assert conclusions (Spiegelberg, 1975)
All social research is grounded in some philosophy, whether or not deliberately,
and philosophy is the search for the beginning of things, origins, or the “ground” of
being. This so-called “ground” is the basis for understanding both abstract and concrete
phenomena. But the source of this ground remains in question. Where does a
researcher go to find it? The clarion call for the phenomenologist is “To the things!”
Without presupposition, the phenomenological inquirer embarks on a descriptive
analysis of a delimited arena. In this process the researcher is freed from the limitations
and constraints of a long line of predecessors. In making a claim to know something,
the researcher must know it from personal experience from sources that are directly
accessible. If there is truth in conclusions drawn from rational speculation or idealized
suppositions, the phenomenologist will come to it through the things in question, not
from independent contemplation or consideration.
In this sense, the philosophy of phenomenology is first and foremost a
methodology. An elaboration of some of the other fundamental assertions of the
philosophy is relevant here, particularly as they pertain to social science research and
the process of in-depth interviewing. However, for the purpose of clarification, a brief
explanation of what phenomenology is not will precede a further description of what it
is.
Edmund Husserl, perhaps the most prominent exponent of phenomenological
philosophy said, “I am a perpetual beginner” (Edwards, 1967, p. 139). His statement is
symbolic of the a crucial feature of phenomenology, that one must systematically
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eliminate assumptions; the stance has been the object of both fervent praise and attack.
Supporters of phenomenology credit Husserl and other phenomenologists with the
courage to undertake the effort to start with nothing in pursuit of knowledge. This
objective hearkens back to the bleak moment before Descartes exclaimed, “I think,
therefore I am.” The researcher builds from that small but powerful starting point.
Critics are unimpressed by the romantic imagery and level their most serious attack-
that phenomenology is “a veiled refusal to provide evidence” for assertions or
philosophical statements (Edwards, 1967, p. 140).
Phenomenology may at first appear to be empirical, though strictly speaking, it
is not. The phenomena that the researcher undertakes to comprehend may indeed be
comprised of data from experience. A description, for example, of an ideal teacher may
include an aggregate of attributes of actual teachers a subject has had. This kind of
empiricism is unavoidable. Phenomenology does not, however, consider this
information adequate.
The reflective consideration of a participant’s intuition regarding the relevant
phenomenon is more vital to an accurate assessment of it than the facts of that
individual’s actual experience. If a class of students upon reflection decided that they
would be unable to learn anything from a foreign teacher, this specific bias is more
pertinent to understanding their criteria for “effective teacher” than whether or not they
had ever had a foreign teacher. Such a bias might evolve in any number of ways. It is
for this reason that phenomenologists assert that they are not “at the mercy of the facts”
(Urmson & Ree, 1989, p. 234). While mistakes are possible in accumulating interview
data, the process is purported to be more reliable in its reflection of reality than the
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natural investigator who is isolated from the all-important relationship between the
meaning-maker and the object of meaning, the knower and the known.
With respect to the above explanation, it should be noted that the
phenomenologist does not regard an accumulation of natural facts to have any meaning
apart from that which is assigned to them by the mind or spirit of an individual
observer, meaning that may or may not be related to an object’s nature in and of itself.
In sociological studies, the concept of symbolic interactionism is used to assert the
position that, while external, measurable variables are indeed important influences on
thought and behavior, the mental process of making meaning from interacting with the
self-constructed symbols of the participants’ minds has an overriding impact. This
distinction, between how an object is in our experience and how it is “in itself,” is
crucial. Knowing something “in itself’ is not possible; we know things only by
qualities that are filtered by our perception of them. Essential knowledge is
unattainable because one cannot be independent of one’s own mind that does the
knowing.
This realization of the phenomenologists is a cousin to the radical shift in
perception made by the quantum physicists of the early 20th century when they began
to understand the relationship and influence of their own observations on the
phenomena that they were observing. The insight that there would never be a way to
overcome this obstacle created a situation that was difficult for many to accept.
Although the eye has the great power to see, none will ever see itself but through some
reflection or representation of similarity.
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For the phenomenologist then, “seeing” takes on a meaning beyond any
objective sense; it encompasses inner seeing, an acknowledgement both of the
limitations and power of the subjective point ofview. Phenomenology, then, does not
attempt to replace natural and traditional inquiry, but adds the vital and necessary
component of the ‘ contributions of the knower to experience” (Concise, p. 235). The
old question Who knows? is all-important to the phenomenologist and necessarily
precedes what is known. As Thevenaz explained, “We see here the double
preoccupation of phenomenology: it will be at one and the same time a search for an
absolutely objective foundation and an analysis of the subjectivity of consciousness”
(Edie, 1962, p. 42).
This means that phenomenology does not rely purely on raw sense data, as it
may at first appear, especially in the presentation of an abundance of interview
transcripts. It relies on the accurate description of experience through reflection, of
which the raw sense data is only a part. The descriptive data may be: 1) the object of
experience, 2) the description of experience, 3) the description of meaning derived from
experience and reflection, or 4) meaning derived from pure reflection independent of
experience.
The methodology of phenomenology involves, on the part ofthe researcher,
suspending belief. That is of course an effort to eliminate bias, a prerequisite to any
sincere inquiry. For example, a researcher could ask a student the question- what is a
good teacher? To the extent that researchers expect any given response, they discredit
the student and the process of inquiry. In other words, if it is in the mind of researchers
what the participants will or should answer, such a predisposition precludes them from
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hearing the answer in full. The phenomenologist interviewer must suspend assumptions
as much as possible. This is the “bracketing” of belief. While researchers cannot claim
to be independent of assumptions altogether, especially unexamined ones, they can
remain deliberately aloof from them. This bracketing essentially allows the researcher
“to be open to all the possibilities” with the objective of being “prepared to reflect and
understand alternatives” (Edwards, 1967
,
p. 143 ).
Phenomenology does not depend on factual premises, or premises of any kind.
It depends on the accurate examination of phenomena and from this so-called
“methodological circle” assumptions are created inductively. Thus in order to affirm
assumptions the researcher would return to the phenomena itself This is the essential
radical element of phenomenology referred to earlier.
What are the implications of this philosophy for the present study of
modernizing English teacher education in China? In the following section there will be
a detailed discussion ofhow the philosophy of phenomenology translates into a useful
method to understand the processes and problems of English teacher education at HTU.
It is important to note, however, that the phenomenological interviews do not stand
alone in this study.
Historical Research and Participant Observation
A historical understanding of the political, social and cultural conditions that led
to the present circumstances at HTU is an important part of this phenomenological
study. The approach of this study is to use the historical survey to understand the
national context of English teacher education in China and the interviews and
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observations to understand the particular context of the FLLD at HTU. “Whyte has
demonstrated how historical research can be a critical part of learning from the field”
(Patton, 1990, p. 223).
The phenomenological interviewer is an integral part of the interview process.
However, the role of the interviewer in that process is to allow the perspectives of the
interview participants to emerge as completely as possible. In contrast to this, the
researcher as participant observer assimilates the surroundings of the case study through
a pnsm that is apart and distinct from that of the participants. This process is deliberate.
In this way the researcher is not only collecting data but generating it from an
independent point of view.
Asa resident foreign expert for two years at HTU, I had access and opportunity
to interact and observe faculty members of the FLLD at work, in meetings, socially and
as my own students. By offering an alternative, outside perspective on the same
physical setting and processes that the participants discuss, the researcher adds a
dimension of authentication to the research findings. This is part of the process of
triangulation.
Triangulation
In this study, triangulation was provided by collecting data from the three
distinct sources described above, in-depth phenomenological interviews, historical
research and participant observation. Comparing and contrasting the data from these
sources during the analysis provided an opportunity to cross-validate the findings and to
discover any shortcomings. The method is precisely the one recommended by Patton,
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who reports that “triangulating historical analyses, life history interviews, and
ethnographic participant observations can greatly improve evaluation results (Patton,
1990, p.467).
Research Design
The choice of a case study to understand the perspectives of faculty about
changing teacher education was a natural one. In-depth interviews provide direct access
to faculty perspectives. Obtaining them from one institution allowed aspects of
administration, cultural context, local history and circumstances, and interpersonal
relationships to be considered. There is also a long history of problems in international
education research with other, often more expensive and less reliable methods.
Agencies including the World Bank and US Agency for International Development
(USAID), while in the past favoring national quantitative analyses, are now
encouraging more generous use of the local case study approach (Patton, 1990).
The examination of faculty perspectives on aspects of their professional lives are
better understood in a well-defined organizational setting than in isolation. In this way
faculty perspectives can be compared and contrasted, each illuminating one facet of a
social group. The one setting Chinese English education faculty share is their academic
department. Therefore on both theoretical and practical grounds, a phenomenological
examination of faculty perspectives through a case study, with an emphasis on
community context, was determined to be the best approach for this research.
Irving Seidman (1991) devoted the majority of his book to elaborating the
procedure that he calls in-depth phenomenological interview research He leaves it to
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the reader to pursue the theoretical foundation. The preceding section of this chapter
was a presentation of the philosophical basis for this approach. Its importance for this
case study of English teacher education in China will be more evident in the following
elaboration of procedure The protocol for in-depth interviewing as outlined in
Seidman’s book offers the best guideline available for the phenomenological approach
and is the one followed in the research presented here.
Seidman acknowledges that there is no reason to believe that there is only one
strategy or approach that is ideal for every situation. The challenge for interview
researchers is to be aware of the specific issues pertaining to their research context and
to make appropriate judgments about them. The phenomenological method explicitly
encourages latitude in procedure. It acknowledges that, as a method that rests on the
experience and intuition of individuals, different circumstances will steer the research in
different directions.
The interview structure of the in-depth phenomenological interview
methodology is open-ended, with each of three interviews with each participant lasting
approximately 90 minutes. This open-endedness does not mean, however, that there is
not logic, structure and focus to the interview process. The interviewer attempts to
focus on a handful of priorities during the series of three interviews. The first principle
is that there is a discreet frame to each interview. Guiding questions provided that basis
for this case study (see Appendix B).
Participant selection was determined by a number of variables. Then Dean of
the FLLD, Dean Dong, introduced the study at a faculty meeting and encouraged
participation. As a result, a number of participants volunteered Others were
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individually invited to participate. This was done to increase the diversity of the sample
of participants, as those who had volunteered were generally younger faculty members
In addition to genuine interest, this may be a reflection of their eagerness to appear
involved with the activities of the department or to be responsive to the Dean’s
invitation. A third method was to enlist the aid of a teacher assistant who had been
assigned to me. This assistant proved helpful in contacting faculty members and asking
them to participate.
There was not one case of a faculty member personally invited to participate in
the study declining to do so. This helps to explain why many ofthe faculty participants
are younger members of the department. Not only is there a greater number of younger
generation faculty, as the department has seen continuous growth in recent years, but
they tended to teach more classes, spend more time around the department, and attend
more meetings. Because of their greater visibility and involvement, they were among
the most accessible faculty members.
All but one ofthe participants were asked to agree to three interviews. Of the
eighteen participants, all but three participated in all three of the interviews. Those
three were interviewed only once each. The three participants who were interviewed
only once were all male faculty members. Two explained after the first interview that
they would not have time for more interviews. The third was the Dean of the
department. He was interviewed at the end of the study for an administrative
perspective and only asked to participate in one interview. The process for the fifteen
participants who were interviewed three times each was as follows.
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The first interview consisted of a reconstruction of life experiences that the
participant felt was relevant to his or her present context. In this study of the
perspectives of Chinese English teachers, participants were asked several questions
about their educational experiences and how their family had influenced their
educational perceptions and decisions. While family and education might be a part of
any first interview in an in-depth phenomenological interview series, the focus might be
different in other studies. If, for example, the subject of racism was the focus, the first
interview would pursue the participants’ experiences with racism, even to the exclusion
of other important life experiences. This framing of the issue is the methodological
translation of the “bracketing” concept found in the phenomenological philosophy.
The frame of the second interview was the present experiences and perceptions
of the participant with regard to the particular topic or issue under examination. In
addition to keeping the focus of the participant on present relevant experiences, it
should be noted that in this interview and the first, one objective of the interviewer is to
hear, first and foremost, the experiences of the participant. Perceptions, reflections, and
opinions will invariably surface, and this is expected.
In fact, the researcher uses the interviews to pursue the “experiences and
perceptions” of the participant. The bias of this method, however, is that perceptions
are reflected in the participants’ accounting of their experiences. The choice of stories,
the manner in which they are related, the choice of language for description and
elaboration, all communicate something of the perceptions of the interviewee. As the
basis or background for reflections, experience in the form of recollections should be
described before reflections are specifically invited.
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Having said that, it is not the responsibility of the researcher to interpret the
perceptions of the participants on the basis of their experiences. The participants are
available to communicate them directly. The process allows participants, in the first
two interviews, to paint the landscape of their experiences in their own words, both for
the researcher s benefit and as a foundation for their own future reflections. It is the
third interview that explicitly provides the framework for them to share their reflections,
perceptions and opinions even if some of these may be evident in the first two
interviews.
The third interview in the series, then, focused on how participants make
meaning of their experiences. Here the aim of the research was to invite the participant
to connect the experiences that were shared in the first two interviews with reflections
on their meaning, value and place in the larger context of one’s life purpose and goals.
Phenomenology asserts that this mental landscape is as real and instrumental as any
natural or observable one. The challenge of the researcher is to delimit the domain so
that it is accessible to non-participants in the actions and thoughts, but to maintain the
fullest range possible of the individual’s contribution to mutual understanding. Rather
extensive descriptions and quotations from the lengthy interview process provide the
material to make this possible.
Pilot Study
The purpose in conducting a pilot study of Chinese English language teachers
was to understand first-hand, before formal site research began, how the in-depth
interview methodology would contribute to an understanding of the complex influences
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upon the Chinese teacher of English in China. The application of the theory of the
phenomenological in-depth interview approach to this specific research problem in
teacher education, because the approach is so bound to method, revealed some of its
characteristic features.
Using the in-depth interview methodology described, I interviewed two
mainland Chinese English teachers, both ofwhom had been through an English teacher
training program at a Chinese Teachers’ College, after which they both had several
years of teaching experience. Both currently live in the United States as graduate
students at the University of Massachusetts Amherst.
I will call the male participant Mr. Liang and the female Ms. Guo. Both Mr.
Liang and Ms. Guo readily consented to the three 90-minute interview process upon my
initial request. The first interview focused on the participant’s formative educational
experiences. The second interview focused on their own English learning, teacher
training, and early teaching experiences. Finally, in the third interview, the participants
were asked to explain what sense they made of these past experiences, their own future
goals with regard to English education, and the meaning they make of their personal
experience of learning and teaching English in China.
Participant Generated Themes
To present the results of the interviews, themes that emerged from the stories of
Mr. Liang and Ms. Guo were selected and excerpts of their stories included here. The
selections are preceded by brief comments indicating the relevance of these stories to
the research question. Several themes that were the source of profound influence on
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Mr. Liang and Ms. Guo emerged from the interviews with them. It is from these broad
subject areas, including family, early education, culture, political climate, English
education, and teacher training that the topics for dividing the following section were
chosen. This section includes long excerpts from the interviews with commentary
intended more for orientation to research issues than an analysis of them.
The purpose here is to present Mr. Liang and Ms. Guo’s experiences and
perceptions in their own words. Any attempt at a thorough analysis would undoubtedly
be based on assumptions brought in from a context, either research or experience, other
than these interviews. To make any final analysis based on only two interviewees
would be premature and inconsistent with the phenomenological method. Nevertheless,
the researcher cannot avoid considerably influencing the outcome, either in process or
product.
Even the process of selecting a few hundred lines from the thousands of lines of
transcription to present here is a judgment of the contribution that the voice of each of
these participants will have. The category headings were selected based on
organizational considerations; Mr. Liang and Ms. Guo might consider them insufficient,
arbitrary or even inaccurate. Inevitably, to some extent, the researcher must suspend the
“brackets” artificially self-imposed on assumptions and make tentative assertions.
From time to time in the following section, I have done so.
The ultimate objective of the interviews in the process of the pilot study was not
to arrive at any conclusions about the context and role of English language education in
China as a whole, but to understand the perceptions of that phenomenon from the point
of view of two teachers. To that end it is best to let them speak for themselves. Only
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after several such interviews is it justified to allow tentative assumptions to emerge
inductively. As always in this study, interviewer questions or comments are in italics;
others are the words of the interviewee.
Political Climate
One of the first things Ms. Guo mentioned in our first interview was the political
climate in China during the years of her youth.
In terms of my growing up, I was bom in Harbin, and grew up there, and
the Great Revolution had an impact on everybody in China, at the time
from 1966 to 1976, and I went to elementary school in 1965, which is a
year earlier of the starting of the Great Revolution. The Great Revolution
has a lot to do with everybody in China during that time. For instance,
Mao’s idea is to destroy everything old, to establish a new world, his new
world. So, anything we had before had to be rethought, see, what is
good, what is bad. So we had a school system before 1966, but mostly
learned from Russia. But then, everything has to be rethink, has to be
redone, everybody go to do the Revolution. So, students don’t go to
school, and workers don’t go to work, and it was a mess at that time So,
what we were doing was class struggle. You know you have to fought
with those people who had a bad history. A bad history I refer to is
people who parents or grandparents who were really rich, I mean like in
1 970 or before. So they were considered a different class, because they
were rich. And anybody who was rich, it is definitely a bad thing. So
from 1966 to 1976 we didn’t learn a lot. Some schools are business as
usual but not as you know as well as before.
I: And your school?
Yeah, all the schools, and people so much concentrate on doing the
Cultural Revolution to criticize the bad things and establish the new
thing, the new world. “Tradition” is not a good word. Anything
traditional is bad. So, all the religion are criticized, and all the temples
and cherishes and everything got smashed, and that all considered a bad
thing. The schools are not very well during that period. I mean students
didn’t learn very much, so I was basically from that period of time See, I
go to school, I went to school in 1965 and graduate in 1975.
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The political climate also had a decided effect on the availability of foreign
language education. While Ms. Guo had an interest in learning Japanese or English that
was inspired by her father, she had no access to foreign language education until after
high school.
I told you during the period from 1966 to 1976 there was a revolution
In that period of time we were not encouraged to learn anything in
school. This was my father’s idea, but not the school’s idea. School
didn’t encourage you to do anything foreign. If you had a relationship
with people outside of China, especially some people in the United
States, some people in a so-called capitalist country, if you have friends
or relationship with relatives living in that country, then you are a spy.
And you are the ones who everyone is against you. Now naturally
everyone want to, but the situation force you to recognize some people
as bad and some people good. So you have to, people have to take
somebody who is suspicious, who has something unusual than other
people.
So the school didn t, first of all, the school didn’t have foreign
languages back then, because anything foreign is not good. We have
self reliance, we have to rely on ourselves. Ifwe want to learn a
language, a foreign language, you want to be a spy, you want to tell all
the inside information to the outside. I don’t know, ordinary people,
they couldn t spy, but that was the story then. And actually we didn’t
have foreign languages in elementary school, we didn’t have them in
high school. Some high schools had some Russian. Russian wasn’t
considered too bad a language then because Russia was a country that
was, not so friendly then, but not so friendly but its okay. Some schools
studied Russian, but my high school didn’t have foreign languages at all.
One because foreign languages wasn’t encouraged. Also, we didn’t
have teachers. We had very few people who knew. We had some
people who knew Russian or Japanese. No English. So we didn’t have
English, no matter if I want to learn it or not So I didn’t learn English
.
until after high school.
So, in 1976, I believe, I went to the country, which is not far from
my city, a suburb south of my city, because my father was working with
the suburb people, farmers who lived in the suburb of the city My
father worked with them, had the privilege to get to know them, so then
my father put me there so I would be close to home. Otherwise, I may
have to go somewhere a hundred miles away to the far north, to the
border, where not many people lived there because it’s so cold. Until
then I had a chance to learn English from the radio, on the radio.
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Then it was already 1976-7-6 or the beginning of 7. But then the
Great Revolution was over and so people started to think differently,
because that era had passed and now a different way, so they all the
sudden realized that the foreign languages was important and we had toknow one or two. So now the schools wanted to have foreign language
programs but as I said they did not have enough teachers, they did not
have enough teachers especially for English. In the north with the
Russian and Japanese language also were more at that time, not English
English in the south fine, still not as many teachers because so many
years it was discouraged for foreign language teaching. And so we had
few. And so what we’d do is have somebody to have foreign languages
on the radio, the radio controlled the whole city. So the one station
could reach a lot of people who want to learn. And so what we’d do is
register in a special place and you’d pay and get books and you’d listen
three times a day. If you miss in the morning, then you have noon time,
if you miss noon time, you have evening. So at least you could do it
once or twice.
A political context was also the framework that Mr. Liang offered early in our
first interview. While speaking about his family, he mentions that the political climate
influenced what was possible for his sisters.
But they are, you know, girls and they cannot help much at that time
because of the political atmosphere and all that stuff, that’s a wild age,
you know people tend to be sometimes... the children tend to break away
from the families. You know if their parents were, were regarded as
guilty or something like that. It’s really a wild age, and, and even you
know that kind of relationship, really the closest relation can be broken,
people tend to do that. And if I were the eldest child in the family as my
eldest sister, I might do something to help protect my parents and my
father especially, because my father was working in the little bank, or
whatever you call it, he was working with the brigade and actually all the
leaders were. .
.
guerrillas at that time, fighting against the Japanese
invaders but, you know the Cultural Revolution just moved them all away
from their plantations and you have the rebels there and they can do
whatever they like. So, that’s, that’s a time of chaos, without law and
order. So I really didn’t know anything about that until much later 1 was
told about that.
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Family
Ms. Guo explained the important role her father had in her decision to become
an English teacher.
My father had a college degree, so he was very supportive of my
schooling, of course. He always believed that I could go to the college.
In China if you go to college, it’s something, something rare, something
not everyone can achieve, only very few, the best could achieve. It’s his
belief that I was always the one who was going to go to college. And, he
knew some Japanese as a foreign language. And he knew some Latin,
and as well he knew some Greek. He always liked to think that I’m
going to college, and in college I’m going to study a foreign language of
one kind or another, then I could go overseas. Go, you know, all over the
world (laughs) that was his dream. If he could not realize his dream why
his daughter could do so. He traveled all over China except Taiwan. So,
he said “I’ve never been outside of China, so I wish you could learn a
foreign language and you could be...” he could dream his daughter would
be a big official of the government and have a chance to go all over the
world. He thought his daughter might be an interpreter, a translator, to go
with big officials to go outside of the country, to go, to travel, to go all
over, to look at the outside world. That would be fantastic. He always
said, “Yes, you can still go to college. You can go to university to learn a
foreign language, then you can go overseas to go outside of China. So
that’s a big thing to go to college so I know I have to study hard. My
mother, who was an elementary school teacher, she didn’t say as much
“you would go to college” but she always believed I should have studied
hard, or well, and so sometimes she complained I didn’t do much about
housework, but on the other hand, she said if I don’t do it, fine, if you
concentrate on your study, it’d be fine.
Here Ms. Guo discusses the educational environment in her home, and how her
father encouraged the values of competition and intellectual achievement.
I remember, usually after dinner, when my father’s home, we would sit
down and talk about the geography, the politics, world politics because
my father liked politics. Not so much he want to be a part of politics or
politician, he wasn’t, he was a plant pathologist, but he liked to know
about politics and how it plays, and who is in roles and what happens in
other countries. He cared a lot about that. So he, he was very formative
compared with other people around me and he, so he talked about that a
lot. And then we looked at the map to see if a president of a certain
country came to visit China or some big event happened somewhere in
the world, then we would like at you know look it up on the map, and see
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which country and where and.
.., the capital of each country. My sister
and I needed to compete (laughs) and my father would mention one
country and we’d compete to say the capital of that country and the
president of that country or somebody famous from that country and
sometimes of course my sister was right and sometimes I was right
Whoever was nght was very proud that they were smarter they can
remember and they know more, and so that was something very good
very nice. &
Ms. Guo explains the influence her parents’ encouragement had on her
education.
One thing, my father and my mother believed in me that I was capable of
doing many things other kids can’t at that age. So I don’t know how this
gave me the sense I was better than anybody else at my age, and I always
associated with kids a lot older than I was, I don’t know why. And also
in school, when I was in the preschool, in kindergarten, I was the class
leader and all the way through high school, all the way through high
school, I was always the class leader. So, I don’t know how a teacher can
do that and give me the sense I was obligated to do the best. Because
every class leader in everything, you just have to be the best in everything
otherwise you are not exercising your potential. If you are in a position
you just have to, you are obligated to do well, better than anybody else.
So I was, I thought that had a big impact on me, even though now I’m in
a different situation but I always feel, I feel confident, I feel I was
obligated to do well and I had pressure all the time. And I do think I was
good, but on the other hand, now I know I had the pressure all the time.
Mr. Liang also referred to his family a number of times in the first interview as a
fundamental influence in his education. Here he discussed the influence that his uncle
had on him as his elementary school teacher for three years.
Well, I think the influence [of my uncle] is, is really great. You know
instead of you know spoiling me and that stuff he just treat me you know
as equally as other students and he’s even more strict with me, and I think
that really do me a lot of good. You know I don’t feel that I need
somebody to spoil me, and I can do even better. I can do at least as well
as any others, so that really effect my whole life.
Actually later you know I become a teacher myself, so you got to be
really close to your students at the same time strict with them. You
know, you got to be a model for the students to follow and you treat
students equally. You don’t have that kind of bias or prejudice against
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anyone. And I think as a teacher that really, really effects me, because
he s my first teacher and my earliest memory went to him when I became
a teacher myself after my graduation from college. So even up to now, I
believe that my parents and my uncle and all of them just exerted a great
influence on me, and how I behave, and how I deal with others. You
know all that stuff. So I think that, that’s a great influence.
Near the end of interview one, Mr. Liang once again discussed the influence of
his family.
My family background and the place where I came from and my
education all exerted great influence on me. Till now and in the future,
actually when I was a kid my parents often talked about how you will
act or behave toward other people, you got to be congenial, be honest,
upright, helpful, straightforward, and all that stuff. They taught me from
the very beginning that, that’s really deeply ingrained in my mind, so I
think that really effects me. And, also my uncle as a teacher, the respect
that I received, the self-esteem and their wonderful job is also kind of an
influence on me, exerted great influence on me, so I got to be.
. .
I think
everybody likes to be respected by people. You know, you got to have
knowledge, so knowledge is kind of empowerment, so why I think really
my upbringing will influence me in, in future. And even that you know
what my parent’s taught me when I was a kid really, I think, will effect
my whole life. So I just, whenever I’m dealing with people, I just
remember that you got to be honest and faithful and all that stuff, and
that will influence me further in my life, and that’s my principle of
behavior or having relationship with people. So I think that’s really,
really important.
Early Education
Ms. Guo and Mr. Liang shared several formative memories of their elementary
and junior high school years. Interestingly, while they alluded to high school, neither of
them, unprompted, had much to say about high school—though Ms. Guo did say it was a
“bad” school Prompted, they each shared a memory or two, but were not inclined to
dwell on it. Here are some memories from earlier years.
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Ms Guo discusses her fond memories of her first teacher, one who taught her
for five years.
I loved my elementary school teacher She, people say I have many
things just like her. She had long hair and that was most impressive to
me. She had long hair; she was open; she was loving, and she was very
knowledgeable then, to me. And she was very sentimental, and loved
students. Anyways, she was a very good teacher. I think she had a lot of
impact on me Maybe that’s why many people said, in many ways I’m
like her, her kind of personality and everything. Elementary school to me
was good because she was our teacher from, from grade one to grade
five.
I: The same teacher for five years?
Same teacher. So, she was very, you know, the bigger picture was
revolution, criticize some group of people, and something fighting, 1966-
1 967 there was fighting, real fighting among people of different ideas
and, but, our school, as long as the school was open, and my teacher was
very good. She taught many things except social studies. So that was.
.
.
she was a very good teacher. I remember, she was very, what can I say?
very strict. And, students from other classes had to look at her
differently, because when their teacher couldn’t do anything about the
class, and when they saw her coming in, they’d say “Oh yeah the teacher
from the other class is coming in.” So everybody would sit straight
(laughs). I remember that! So, so we have eight classes in the same
grade in our school. So ours was the eighth, and the other classes... all
the students know her. She’s a good one. She was a good teacher, good,
very loving, nice, sentimental teacher. But she just liked children to
behave (laughs).
An integral part of Ms. Guo’s memory of her elementary school days was her
role as a class leader and the opportunity that afforded her to develop a sense of
responsibility for others.
I was the class leader all the time. So, of the rest of the students some
behaved very well, some didn’t, and I was supposed to help them, watch
over them, especially when the teacher wasn’t here. And I remember one
student who, we have like desks with two students in it, you know, we
put it in a row, so two students sit at one desk, one on each side, and
supposed to be one boy and one girl, one girl, one boy, boy girl and girl
boy like that It was a big class. So I remember the one sat beside me,
the boy that behaved the worst in the class. The teacher, my teacher
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asked him to sit beside me because I could watch him, watch him and tellhim to behave, I guess. Back then I didn’t realize, but right now you
think back, her purpose is that, so he was, we were getting along, even
though from time to time I had to watch him and tell him what to do
Tell him to stop, to stop talking, or stop fighting with other kids, but we
were getting along because, I remember I did give him help from time to
time, not just nagging at him but really giving him some help, if I have
something nice to read, I share it with him and so he wasn’t too bad, he
didn’t hate me anyway (laughs) to watch him all the time, and we had a
good relationship as a kid, so he did listen to me if I said something, he’d
listen to me. He’s the one I remember the most because, maybe because
he was considered “bad” student in the class.
Mr. Liang was also a class leader. Do class leaders become teachers more often
than most? Here are his comments.
At that time I was, I was kind of class representative for the physics class.
You know for each class they have a representative. The teacher
appoints one, or sometime the students elect one. You must be the
number one in that subject to be the representative. You got to help the
teacher collect the exercises, just as a messenger or as a bridge of linking
the students to the teacher if the students have any idea about the subject
or they if have problems and &s a representative you got to intervene and
convey the message, so I was doing that at that time.
Moral education was a part of education in the elementary schools for both Ms.
Guo and Mr. Liang. Ms. Guo explained:
Parent’s and school always encourage you to do good things, moral
things. You help your classmates, you help your friends. Supposed to
get along and don’t fight, that kind of thing.
Mr. Liang’s memories of the importance of moral education in elementary
schools centered on the role of the teacher, a subject he often returned to and had clearly
contemplated often in the past.
“Dream of Red Mansion” is a great book, in that novel you know the
father is really strict with the son, he just you know beat the son for
discipline or not studying hard. That’s the feudal society but not in, not
in China, that’s not allowed You know it’s supposed that you respect the
teachers, the students. But the teachers just educate you, not use physical
punishment. And actually it’s the case that the parents just ask the
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teachers if it is necessary you can do whatever you like... to beat them or
whatever. You know that’s really for the child’s good, but the teachersdon t do that because they have their morality or principles as a teacherYou have to cultivate the souls of the little kids not to beat them into
obedience or something. So you know that’s a pretty wonderfhl memory
o that (laughs). I believe that you know the earliest memories tend to
influence the person’s whole life, especially when you meet with a real
nice teacher. And, actually that effects me when I’m faced with a choice
of choosing a profession, that’s really influential.
English Education
As experienced English teachers Ms. Guo and Mr. Liang both had an abundance
of experience learning English and many opinions about it. As this was the central
focus of the interviews, the topic generated a lot of material. While lengthy excerpts are
included here, they are merely a representative sample of considerably more that was
offered during the interviews.
Ms. Guo recounts her early struggles trying to learn English through radio
programs, her first systematic exposure to learning English.
So it happened the [radio] program was available. So, I got started in
instruction in English. I didn’t enjoy it so much. Actually, at that time it
was pretty hard, because I had to work, I had to go home and do a lot of
family chores, and also the time, you had to stick with the time. Only a
half hour at a time, and I had a lot of frustration in terms of not
remembering everything I learned. For instance, a word like “conditions”
and you heard it, you repeat then remember, except at the beginning.
You don’t have a clue what it would be. So you’d repeat it and
remember. The trouble is later you forgot (laughs)! And you had nobody
to ask around, and you had to wait until next time. And next time the
program and you listen and go “yeah, yeah, that’s what it is, okay,” and
you repeat. Then you remember it. But three days later, you forget
again! And once you forget a few words, you must listen and tomorrow
it will be a different lesson, right. Then you forget all the previous ones,
and it is hard on the new ones, because what they say, you don’t
understand because you forgot the pronunciation and they suppose you
know but you didn’t (laughs). And they didn’t wait for you to think. So
the first half of the book was all right, because you always go back to
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°ok for it, a few words. “Oh, yeah this is what it is” when you go back
and look. But once you learn almost a book, you have so many wordsyou don t remember. When you learn so many words, then forgot a third
sometimes you don’t have a clue where to find them, and you have to go
over all the books to look for one word and you remember it and you
"
forgot the others, and so you didn’t, I didn’t feel so confident at that
what I m going to do. And I don’t have anybody to ask, and if you don’thave anyone around to have questions to compare to, “What does this
mean? What does this mean? Does this mean the same thing? What’s
the difference? You don’t have anybody to ask. You can’t ask the
radio! Sometimes they explain; sometimes they don’t explain as a
person personalizes questions, so you don’t know! And so when I get to
the second book that was what’s confusing. You’d say, “Oh yeah, I
could just barely keep up with it.” But when you get to the second book
you say. No, no, I can’t. I can’t follow anymore,” because now they talk
so much, not like at the beginning when they talk in short sentences, very
slow, and they repeat a lot because they had little to say and little to
teach. Later on when the book gets deeper and more and long articles,
they couldn t do that. They just read along faster and explain something
and then quickly over the text once and that’s it. It’s, you can’t keep up
with it, it’s so fast. Then you have words you don’t know, you have
grammar you didn’t quite understand. So you got sort of confused all the
time, and you just say, Okay, keep with it how much you can, you know
go as it is and get as much as I can get. That’s the best I can do.”
Mr. Liang also experienced difficulties learning English, though he learned
under very different circumstances.
We didn’t learn the phonetics first and, and sometimes we cannot
remember how to pronounce the words. And the next day the teacher
would take it up, so what should we do? We sometimes use the Chinese
pinyin to help us remember that! Or the Chinese characters! (laughing)
. . .to help us remember the pronunciation of that. I don’t think you have-
that’s a good way you know uh, and that’s why I just later recollected all
that, that’s not very good. I remember most ofmy classmates doing that
They just, instead of memorizing how to spell the word or something
they just use Chinese characters to record the pronunciation and I don’t
think that’s really a good and effective way. Sometimes you don’t have
the equivalent between the English and the Chinese words. So, you use a
close one, but not exact. So that leaves them to pronounce some words
slightly funny. Something you know, I remember one word that’s
“school..
. school” and that’s really, really hard for them sometimes to in
Chinese characters to copy down the pronunciation.
I: Is there no similar sound in Chinese?
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Sometimes not. You cannot find the exact equivalent between the two
And even sometimes you cannot find the exact equivalent in meaning
between a Chinese word and English, you don’t have the equivalent of
that. Let me give you one example: “fishy.” Let’s say it’s a fishy
problem and you understand that, but you cannot find an exact Chinese
equivalent to express that meaning. You know “fish” that’s easy. You
know “fishy problem” you got to explain why that problem is fishy, you
don’t have- if you translate it according to its meaning, the Chinese will
not understand that. So that sometime we cannot find the exact
equivalent.
L ^ what point did you feel yourself becoming more interested in
learning English?
Well, that s my elder sister’s influence. Originally I was not really good
at English. I was not doing quite well. And at that time I don’t feel—
“Well, why should I learn this?” It’s not my language, you know and I
will not go to other countries, why should I learn this. So we had a riddle
at that time, that s uh... “Without learning a, b, c’s we can still do
whatever we like,” something like that. I don’t seem to remember it
exactly (laughs)! It means, a, b, c’s are not a necessity for us to, to grasp
at that time although they offer the course, we have that feeling you
know. Also because of the great influence you know, I mean the great
differences concerning grammar, structure, pronunciation and all that
especially we are learning a second language in our mother tongue
situation, that’s really, really hard. So that I made a lot of mistakes when
I was doing the exercises, in all the tenses, all make me mad! So I
couldn’t figure out a lot of the mistakes. And then, my third eldest sister
was really good at English, and she got admitted into the English
Department of the university. And the teacher who taught her also taught
me. It’s just when my sister graduated and the teacher just followed this
kind of cycle and she began to teach me.
Teacher Education
Among the richest data produced by these interviews were the reflections of Mr.
Liang on the process of teacher education, both from the point of view of his own
experience going through the process and eventually as a teacher educator himself.
This proved to be a confirmation of the choice of focus for the HTU case study.
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Ms. Guo had less to say about her experience. She focused more on the
circumstances that led to her getting into college, and the actual teaching experience she
enjoyed as a result of her training. Here she mentions how the climate in China had
changed to become more favorable to English education after the Cultural Revolution
English teachers then, as I told you before, we didn’t have English
courses, we didn t have—we couldn’t find enough teachers. So in a sense
that was the beginning after the Great [Cultural] Revolution, that was the
beginning of learning foreign languages. So everybody took it as
something special, something you normally didn’t have. An English
teacher is looked upon as somebody unusual who could talk in foreign
languages.
Mr. Liang spoke extensively and repeatedly about his experience in the teachers
college and, later, at a teachers’ university. His stories and reflections reveal a good
example of the multitude of influences that contribute to the attitudes and philosophy
toward teaching that any one teacher may have. Below are only a few of the many
remarks he made in this vein. Here Mr. Liang explained his motivation to become a
teacher.
So actually, at that time, originally there was a period teachers were, well,
greatly down-played. Their importance was not fully recognized, as a
great contributor to the social development. And even, at that time, I
chose the profession because I really liked that. So I had this feeling that
if nobody wants their kids to become a teacher in the future and the fact
is that everybody wants their kids to have a good teacher, so that’s a
contradiction! So I really just. . . I’m not trying to say that I’m so noble-
minded, but that’s what I really had in mind. So I just, so luckily I just
got enrolled into teacher’s college, and I received training there for two
years at the college, a two-year college.
Mr. Liang described the environment of language learning in the first year at the
teachers’ college.
The first year, it’s full of exciting events and as you know that the
teaching facilities are not quite good at that time. Generally we had very,
very big machines, we can just listen to the recordings, but all the
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facilities are really poor at that time. And because we are the first
students in the department of English there, a lot of things we have to
work hard on and give our, you know, help. Even when we set up the
audio visual room, you have an ear phone and you just plug it and there is
a machine there it just give people all kind of recordings of something
like BBC and VOA, and also all the recordings from the text books Youknow usually it’s recorded by a native speaker. That’s really important
for us to imitate. And originally I think we spent a month on the 26
letters and the 54 phonetics, you know the vowels, consonants, all that
because basically the teacher just thought that it’s really, really important
to lay that solid foundation. Because we generally lack enough faculty
members of English actually, so when we get to college, the teachers
there just try hard to make sure that we read the sound, the letters,
pronounce the sounds correctly, and that’s really important because we
are going to be teachers. And the teacher said they don’t like to see us
wasting somebody else’s life, teaching them incorrect sounds and all that
stuff. That’s really disastrous because we’re going to be teachers, so that
was really important. So during the first months we just devoted all our
time to the correct pronunciation of the letters and the phonetics and the
vowels and consonants. And we had a small glass, everybody, everybody
must have one, because you have to make sure that your tongue is in the
right position and all that stuff, and you have to make sure that you put
your tongue at the right place in order to pronounce the right sound.
Mr. Liang repeatedly stressed the importance his teachers placed on
pronunciation. As a consequence, he has come to think of the emphasis of this skill as
the first basic requirement of language learning.
I: So all the students who were going to be English teachers started in
English from the beginning, even if they knew some English already?
Yeah, that’s because all the teachers try to make sure that we are going
to be qualified teachers in the future. And if you cannot pronounce
sounds correctly and you teach your students, you just, you just kill
them. That’s really, really important. And actually, when I became a
teacher of English at college, one ofmy students just asked me, you
know how to pronounce a sound, and I did that, and he said, “Well, my
primary school teacher just didn’t do it that way.” Or something like
that. I said, “Well, you are here. Now just listen to me and other
teachers how to do that. And, we are sure we are doing the right thing.”
You have to convince them that you are giving them the right thing.
They believe in their first teacher of English, and even if she just give
them the wrong idea, how to do that, I just told him that you are here to
learn to improve and you have got to listen to us.
94
In the same context of the importance of listening and speaking, Mr. Liang
explains the English-only rule that existed in the department.
At that time basically you just cannot talk too much Chinese there, unless
you cannot express yourself and need Chinese to bridge that, that thing. I
think that’s a good rule. And even the Dean said, “You know, well, don’t
let me catch you speaking Chinese in the department,” or something like
that. He said that in a joking way but it was sort of a rule. Just talk too
much; try to talk in English, and express yourself in English. So in class,
questions, answers, all ofthem should be done in English. So that’s a
way to force ourselves to talk more, to try to express that, all our ideas in
English. But it s a bit hard. And we are not afraid of grammar. I think
the Chinese are really talented in English grammar. And we really did
very deep study of that. Everybody can just talk a lot about grammar.
And we are really good at that.
But the most important thing, and the difficult thing is that we. I
think listening and speaking are the most difficult, because we don’t have
the surrounding. You know we can practice to make up dialogues, based
on the topic or something. But still that’s Chinese style, or something
like that And listening and speaking become most important, but still
they are the most difficult. And especially when you are listening to
VOA and BBC and you may think that you understand them, but when
you are asked to write down what is said or what is being said, then you
got stuck. And you thought you understand but actually you just you
know caught some of the words in the line. You don’t relate all the
words to each other and make a whole meaning out of that. So, that’s
really, really hard. So when we are asked to write down all the words as
an exercise, we have lots and lots of problems with that, although we
thought that we understand, but actually when we are asked to tell the
story, or just do something like that, we had problems. So listening and
speaking we know that was really, really important but we had a lot of
difficulties in that.
Later on, as a teacher, the priority of pronunciation was firmly engrained.
1 actually taught many courses: intensive reading, college
English, listening/speaking, phonetics, and selected reading in English
and American literature. And I actually taught the university students, I
taught the evening university students, correspondence students; I had a
lot of students, at different levels. And of all the courses I have taught,
and I believe that the most important is the phonetics, I really think that.
You know, that doesn’t mean to say the others are not important. I mean
the most basic and essential is the phonetics course. That’s one of the
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reasons that I actually taught that course for a year, and I stayed with the
first grade teachers just to make sure this course really works for the
students. We have a textbook called Ship or Sheep? We have students
try to discriminate between all the differences, so sometimes it’s really
hard or frustrating to pronounce some sounds so that’s what this text, this
book is for. I felt the first step and also the most important is to get all
the sounds right. Because you know university and college graduates
will become teachers, so that’s my firm belief that well, as a teacher-to-
be, you got to practice and get all things right by yourself. This is one of
the most first things a student should just do. So I think that I stayed
there for one year and we did a lot, tried to make sure that all the students
pronounce the sounds and act well the basic skills and I think, yes, that
this is the most important one.
Throughout these interviews Mr. Liang and Ms. Guo placed strong emphasis on the
human relationships that lie at the root of effective teaching. As Mr. Liang reflected on
the possibility of a lifelong career in teaching and what he expects that to bring him, he
emphasized once again the relationship of the teacher and students.
As for the teachers, I think it’s a common thing among all the teachers
that, when you are getting old, when you retire, and you see all your
students grow up and become somebody that is really useful to the
society, and they are doing good, they are having a family life, and a
very happy one, and you feel good. We call it “students all over the
country,” even all over the world. And I think that’s the happiest thing
for a teacher. And because teacher is the most generous one, they give
whatever they have in their mind, they are never stingy or something
like that, they just give whatever they have to the students, and they
don’t want any kind of return. They just want to see that their students
are really useful to the society, or to the people there. And it seems to
be, teaching, the job of teaching itself is by itself a noble thing. Really,
you are teaching people, you are giving people knowledge, and while at
the same time you are learning from the students. I think that’s a noble
thing!
I don't think it’s the teachers expect much when they graduate.
They just want to see their students really just do great in their personal
life and in their teaching, in the job they are doing. And I learned that
from my professors, in teaching all his life, had lots of lots of students.
And whenever it’s his birthday or a great holiday or something, he gets
lots of lots of postcards and letters and all that stuff. And he told me that
this is the happiest moment in his life. And I was really deeply
impressed by that. I really just feel that way also. They don’t want
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anything from the student. They just want the students to remember
them, remember the service. That’s not anything material, that’s a kind
of spiritual thing. So, I just, when I graduate, I just try to do what I can
to try to improve the conditions of other students with a better learning
environment, and when I retire, I just want to see my students doing a
good job! And become somebody really useful to the community, to the
society, because all my students will be teachers and I want them to be a
teacher and follow the example of their teachers, that is my wish.
Limitations and Conclusion
A verbal portrait of experience emerges from the interviews with the pilot study
participants Mr. Liang and Ms. Guo This portrait is a conscious one on the part of the
participants; they deliberately chose the colors, the form and content ofwhat they
shared. They decided the detail, length and often the subject of description. As a
phenomenological interviewer, I tried to refrain from directing the course of the
discussions but rather offered them a canvas on which to paint their portraits. Of
course, the questions I asked, the assumptions I carried into the interview, the language
we spoke, the environment in which we spoke, and the relationship I had with the
participants all invariably affected the answers to some extent. The aim of the
interviewer in the in-depth interview series is to be conscious of these influences and
attempt to minimize them.
The material here is also removed from the contribution of the participants in
that I have had to select for presentation only a small fraction of the stories and
reflections they offered. I have included the interview data of this pilot study in a raw,
unedited form, in order to give some access to just how ambiguous and idiosyncratic the
process can be. This might allow some insight and realistic estimate of the potential
limitations of phenomenological interviewing.
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Regardless of its limitations, the bias of phenomenology remains. The content
of these interviews is a part of the mental landscape of two Chinese English teachers
and their experiences with English in China. The richness of the data, while not a direct
representation of the consciousness of the participants, is a practical evidence of it our
most immediate access to their experience. From only these six interviews with two
participants, themes for the researcher begin to emerge. Ideally, conditions would allow
for numerous additional interviews from which to build assumptions. Such is the
intention and design of the interview research that was undertaken with the faculty of
Hebei Teachers’ University.
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CHAPTER 4
PRESENTATION OF DATA
Introduction
In this chapter, data from the interview participants will be presented. The
phenomenological approach of the study, as explained in Chapter Three, suggests that
the primary value of the data is in the meaning that participants assign to individual
experience. This tenet of the methodological theory makes it imperative to place the
utterances of the participants, as much as possible, in the context of the topics and
reflections they were considering at the time they spoke. It is therefore necessary that a
copious amount of interview data is contained in this chapter, along with commentary to
offer additional necessary context.
The methodology further required that each interview have a predetermined
framework. This framework provided a flexible outline for the discussion and offered
some guidance as to the topics of questions asked during the interview. Every effort was
made to maintain sensitivity to topics on which participants chose to say more or less
and to respond with respect to their preference. The interview data should, then, reflect
the judgments and values of the participants, as they determined some topics to deserve
detailed elaboration and others less. Only rarely as the interviewer did I encourage
elaboration on a topic that the participant seemed disinclined to speak about. In these
instances the purpose was to obtain diverse perspectives on issues that participants, as a
whole, seemed to consider important or relevant.
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The guideline to the in-depth interviews can be found in Appendix B. Again, this
guide was not followed scrupulously, but rather provided the broad framework for the
areas of interest to be covered in the course of the interviews. Judgments made during
each interview determined the length of time or detail allowed for each specific topic
more than the interview guideline itself
As explained in Chapter 1, the participants of this interview study are not
intended to constitute a statistical sample. Rather, they were selected to represent by
approximate ratio the variety of faculty in the Foreign Languages and Literature
Department of Hebei Teachers University. The most pertinent characteristics in
developing this profile were age, sex, position and international experience or lack
thereof. Still, the 18 participants constitute more than 20% of the 80 English faculty in
the department and, by the standards of quantitative analysis, would also be more than
sufficient as a representative sample.
Table 4 illustrates the details of the above-mentioned characteristics of the study
participants. The identities of the participants have been changed by randomly assigning
each of them one name from among the 1 8 most common names in China. As the table
indicates, the majority of participants, by a ratio of 2: 1 were women. This is
representative of the department demographic Like in the United States, a
disproportionate percentage ofwomen are attracted to and remain in the teaching
profession; in the United States, however, there is greater gender balance in language
and education departments at universities. Eight of the participants, almost half, were
under 30 years of age at the time of the interviews. This also accurately reflects the
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Table 4. Interview Participants
Pseudonym Male/
Female
Age at Time
of Interview
Position International
Trainino
Mr. Wang Male 40 Instructor USA
Ms. Chen Female 45 Associate
Professor
None
Mr. Li Male 60 Professor Ukraine
Ms. Zhang Female 27 Assistant
Professor
None
Ms. Liu Female 33 Assistant
Professor
None
Ms. Yang Female 24 Instructor None
Ms. Huang Female 38 Associate
Professor
USA
Mr. Wu Male 44 Associate
Professor
Singapore
Ms. Lin Female 27 Instructor None
Ms. Zhou Female 29 Assistant
Professor
Singapore
Ms. Ye Female 26 Instructor None
Ms. Zhao Female 27 Assistant
Professor
None
Ms. Lu Female 29 Instructor None
Mr. Xu Male 45 Assistant
Professor
USA
Ms. Sun Female 27 Instructor None
Ms. Zhu Female 47 Associate
Professor
USA
Mr. Gao Male 40 Associate
Professor
USA
Mr. Ma Male unavailable Dean USA
makeup of the department, as it had undergone increased recruiting in the previous
several years as senior faculty retired and the department expanded in size.
The pilot research for this case study that was presented in Chapter 3 offered an
indication and example ofhow themes were extracted from the interview data Equally
important is the pattern of data that emerges spontaneously from the interview process.
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Though it is spontaneous, themes recur repeatedly in the multiple interviews with each
participant and among different participants. This overall pattern and trajectory of the
three-interview process is essential to the phenomenological approach, both to
understand the participants’ perspectives in the context of their life experiences, as well
as to demonstrate the trustworthiness of the data. As a model of the process, therefore,
one sample interview cycle will be presented here in considerable detail as a “rich
sample. It is hoped that by providing such lengthy excerpts from the three-interview
series, it will become clear how the data emerges primarily from the experiences, and
reflections upon experience, ofthe participant.
The topics elicited from this sample will be presented and commented upon in the
order in which they arose during the three interviews. Rather than consider the topics of
the researcher as primary and the participant’s comments as elaborations of
predetermined themes, the presentation of this sample should demonstrate that, on the
contrary, the themes arose from the participants in response to their own priorities,
concerns, interest and experience. For an even more detailed look at this particular
interview series, the complete transcript of this sample can be found in Appendix C. The
detailed presentation and thematic annotations in this chapter, along with reference to the
transcript in the appendix, should provide a sense of the landscape of the three in-depth
interviews methodology and how it illustrates the English teaching context of the FI T D
at HTU.
Following the presentation of data from these interviews in the rich sample will
be excerpts from several of the remaining interview participants. Data from their
interviews will be presented topically, following the format of the pilot study data found
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in Chapter 3. Therefore in this chapter the data can be considered directly from one
participant’s presentation of it as well as organized into themes that the participants as a
whole offered most consistently. The commentary made throughout this chapter is
intended to offer orientation and elaboration, not an analysis, which will be left for the
final chapter.
Rich Sample Participant Series - Mr Wn
The abundance of data on the interviewees’ perspectives in this case study
presented a paradox. On one hand, discerning patterns among participants was essential
to understanding the community of colleagues that was the FLLD. On the other hand,
the more data that was available on each participant, the more starkly their uniqueness
and individuality stood out. A balance must be sought between understanding true
patterns and motifs without superficiality and respecting the real diversity among the
participants.
Having said that, it should be clear that the first faculty member presented here
should not be considered ‘representative,” insofar as none ofthe participants shared the
same perceptions, experiences, or opinions. The three interviews with Mr. Wu were
chosen for this sample for other reasons. Mr. Wu was particularly reflective about his
teacher training and experience and expressed himself with candor and facility. He
required very little prompting in order to speak thoughtfully and extensively on several
topics in each of the three interviews. Furthermore, although none of the faculty
members’ experiences could be characterized as typical, at least Mr. Wu’s experience as
a teacher at the FLLD was in no way conspicuously extraordinary or extreme. He
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touched on topics that many of the other faculty members addressed. He was not
selected for any particular point of view, experience or ability other than those stated
Interview One - Personal Background
The first interview in the series was conducted with the objective of discovering
the participant’s biographical background. Which of his personal experiences were most
influential in determining his attitudes and ideas about learning English and education in
general? In Mr. Wu’s case, it became apparent that there was initially little personal
motivation to learn English other than mere curiosity.
I remember the first time I listened to the radio and they taught us to read
A,B,C. And we were curious about that and we learned from the radio
lesson by lesson. And at that time I began to take an interest in the English
language. And to be very honest, I didn’t study any English at all in my
primary school, and I learned very little English in my secondary school
years.
This was during the period of the Cultural Revolution, when formal schooling
was disrupted and the foreign language curriculum abandoned in many regions. As a
result, Mr. Wu did not begin to learn English until relatively late, in the senior years of
his secondary schooling, when he was seventeen or eighteen years old. Even, then he
learned unsystematically and with little formal assistance from his teachers.
Actually when I studied in the high school, one ofmy teachers was an
English major. And she taught us some English words, but very few
words. That was my first time to learn the English language. [It was] just
for fun, in my Chinese classes. Because we didn’t have the English classes
at school at that time. Because my teacher was an English major, she liked
to say a few words in English to show that she knew the English language,
and we only learned a few words she said and made fun of that. We felt it
was very interesting to learn a foreign language, but we didn’t study
anything systematically.
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The Cultural Revolution, despite its deep influence on all facets of life in China
for a decade, was often mentioned only as a background story, as in explaining a
particular idiosyncrasy of one’s experience. For example, although his father was a
teacher, in the context of the Cultural Revolution Mr. Wu might have been discouraged
from becoming a teacher himself. Teachers were generally ill treated, even abused,
dunng this period. Were it not for individual merit, his family background also might
have disqualified him from obtaining a professional teaching qualification. Though Mr.
Wu seldom addressed the political context of his education directly, the explicit
references to it that he did make suggested it was an influence that was close at hand in
shaping the direction of his education and career. He referred to it explicitly when
explaining how he came to study at university.
I was bom in a family that was not considered a Revolutionary family. And
my father was a teacher, and he was criticized by the Red Guards during
the Cultural Revolution. I had little chance to become anything important
in the country. However, I could write good articles, and the leader knew
that, and he asked me to write things for him. And actually I came to the
university in this way. I didn’t come to the university by examinations.
You know that history. I worked in the commune for more than two years
and I wrote the reports, all the reports, the leader, the party secretaries,
spoke to the masses. And I wrote a lot of articles which criticized the so-
called revolutionaries at the time. It’s very interesting. And I really didn’t
expect to become a university student actually. According the standard of
the time, I couldn’t become anything, only stay in the countryside because
ofmy social background and my family background. My grandparents
were rich peasants before the Liberation of China. During the Cultural
Revolution the children of these families were not trusted by the
government.
These brief personal details are telling. Mr. Wu, though a young man of
outstanding academic ability, never allowed professional ambition to develop. He was
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recruited to attend HTU and given a choice only as to his major, English or Chemistry.
His curiosity in learning English led to his choosing it as a major.
Mr. Wu was asked to explore his memories of arriving at HTU as a young faculty
member in 1976 in order to establish a context for later discussions about his perceptions
of changes in English teacher education. Participants’ past experiences provided a
starting point for their present attitudes towards reform. Their experience with reform,
whether positive or negative, inevitably effected their attitude toward current reform
efforts more than study or exposure to policy or theory. Understanding the dynamics of
how and why these personal experiences influenced their present perspectives was
among the chief objectives of the interview research. Here Mr. Wu describes HTU in
1976.
[There was] the same building as now, the same classrooms. The only
difference was we didn’t have the language lab. In each class there was a
very big recorder. We had a lot of earphones in the classroom, linked to
the control room. And every night and afternoon we could put on
earphones and listen to things that the control room broadcast into the
classes. And we couldn t listen to the BBC or VOA. Because we didn’t
have the radio sets, and secondly at that time it was considered
inappropriate to listen to the foreign broadcasts. So actually many ofmy
classmates began to learn the language through the recorder and big tapes.
We listened to that every day, and a few speeches made by foreign visitors.
Here the role of foreign teachers came up, in the context of his memories of the
university from 20 years before. The changing role of the native English-speaking
foreign teachers or experts at the university was an important aspect of English teacher
education. Lack of continuity in retaining foreign teachers and inconsistent levels of
expertise among them have hindered the department from fully utilizing what was
generally regarded as a key resource.
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I saw the American teachers for the first time here in 198
1
. At that time I
was already 26 years old. Some teachers came to our department from
Staten Island University.
. . I remember the first time when I met the
American teachers, they said, ‘How did you learn English?’ I said, ‘By
reciting texts. They said, ‘You can speak English!’ Yes, that’s why all
foreign teachers say the Chinese speak just like reading texts, because we
began from reading texts, reciting texts, and we had very few chances to
speak to the foreigners.
While no doubt there are other contributing cultural factors, China’s long history
of being closed to and suspicious of Western influences, as we have seen in Chapter
Two, may help to explain a continued reticence in conversing actively with foreigners.
At this point in the interview with Mr. Wu, the topic of instructional methods arose. He
indicated the predominance of memorizing well-established texts. He also referred to the
politicized nature of the textbook contents of that era. Here he discussed the method
and content of his English instruction.
The first year ofmy university, we studied the text compiled by the Chinese
teachers, and mainly introductory topics, including Mao Zedong’s speeches
and also some texts written by foreigners, such as reminiscences by Karl
Marx. I think we should label [the teaching method] as Grammar
Translation. The teacher explains the grammatical structure of the
sentence very carefully and also requires us to know the Chinese meaning,
and requires us to learn by heart all these texts. You know in the first years
ofmy study, I could recite the whole textbook ofXu Guo Zhang, from the
beginning to the end. I asked the other classmates to give me the title, and
I could recite the whole text. So mainly we learned the English language
by recitation, not imitation, because we don’t have much to imitate.
While he may have been unusual for his capacity to memorize voluminous texts,
Mr. Wu was typically in learning to equate reciting text with oral English. Spontaneous,
dynamic discourse in English was simply nonexistent. Following this discussion of the
teaching methods and content of the curriculum while he was a student, Mr. Wu
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discussed the importance of motivation in language learning and why it is presently such
a serious obstacle to learning in China.
I think for most students, their major motivation is, I think, job oriented
Because they will become English teachers and they just want to get a
stable job teaching English... I often say to my students, they don’t have a
very high motivation in the study of the language because in China,
generally speaking, knowledge is not very important. Only the certificate
or the diploma, they consider that as important. That is why they are not’
very motivated to study well. Because of this they don’t assert themselves
too much in their study.
. . Because of the system, the social system. China
is going toward the market economy, but actually it is still central planning
on the whole. For example, the enterprises are still controlled by the
government, and they don’t have much incentive to produce better goods,
or larger quantities. So that’s why so many workers are laid off. And no
matter what your ability is, no matter what you know, the leaders will
decide whether they will employ you or not. And the many poorly
qualified personnel are still on the job, and many skilled workers are laid
off. So ifwe have the certificate or diploma, we can find work, no matter
we know the things or not. That’s the major point.
Not all of the interview participants regarded the economic conditions in China as
a disincentive to study and learn effectively. Some teachers believed the competition for
jobs would ultimately prove to be an incentive to leaning. Overall, however, drawing on
his own curiosity and interest in learning English, Mr. Wu valued intrinsic motivation
above that of extrinsic motivation. Returning to the subject of teaching methodology,
Mr. Wu discussed one of his own English teachers in the FLLD when he was a student
and the prevalent teaching method that was used by all the teachers, despite their very
different backgrounds.
My teacher was a very old man, and he studied before the founding of
People’s Republic, and he graduated from a school run by the church. And
he could speak English very well. And he could write excellent English,
but he couldn’t speak Chinese quite properly. Maybe he was the best
teacher in the department at the time. And he was also given an assistant, a
young teacher. And the young teacher was not only supposed to help him
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with the teaching, but also supposed to “keep
was considered the bourgeois intellectual.
an eye on him” because he
I asked Mr. Wu if this teacher’s teaching method differed from any of the other
teachers.
o, [it was] not different. The same grammar-translation. Maybe the only
ifference was that he spoke more English than other teachers.
. . Different
teachers were assigned to different classes. I remember I had one teacher.When she came to our class, she always wrote the things she was going to
speak. I only know that. And she would read to us in class.
. . And many
teachers did that at the time! So there were very few good teachers,
qualified teachers in these years. I remember, when I first went to
university, I asked my teacher, ‘Do I have to remember the words?’ And
he said, ‘You’d better remember them.” So really, I didn’t have any idea
of the language at all.
During this part of the interview, Mr. Wu reminisced about his own learning
experiences as well as his memory of specific teachers. When he reflected on his
experiences as a student learning English, particularly listening to English radio
broadcasts, he discussed how some of those experiences helped to shape his own ideas
as a teacher. He admitted that some of the things he tells his students about the language
learning process are lifted directly from his own experience learning English.
My situation was quite different from pupils today. They began to study
English from a very young age. And I began to study seriously at the age
°f 2 1 - So I know the steps in the progress of language learning very well
because I was very conscious about that. I remember the first year that I
began to listen to the VOA, I could understand very little. And one year
later I thought I could understand much of it. I often told my students that.
‘If you want to understand the foreign broadcasts, you should have at least
one year training, because that was my experience.’ And ever since that
time, I began to listen to the VOA and BBC and I have been a very good
listener for maybe 20 years. So I benefited a lot from that. Several years
ago I heard that some people in America proposed that they should cancel
the VOA program. I thought, this is a silly idea. It was very influential in
the world. Even today, for many people, that was the only way to get to
know America. We don’t have many newspapers from America or Britain.
That’s the cheapest way to obtain information. And I also learned a lot of
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news from the BBC and VOA when the Challenger exploded in the air 1
was listening to the live broadcast. And I also listened to the live
broadcasts of the debates between Reagan and Carter, and later between
Bush and Clinton and many Presidential debates on the radio, so I enjoy
listening to that very much. And also, I heard the news of Princess Diana’s
death on BBC, maybe the first broadcast.
As an adult student learning English, Mr. Wu was very conscious of the process
of learning as he progressed in stages. More than twenty years later, he considered that
experience to be indicative of the natural process of second language learning
I think the progress [of language learning] can be divided into three stages.
At the first stage, you can just hear a series of noises, you couldn’t
understand anything. This is the most difficult period, because you are
listening without getting anything. And if you continue doing that, in the
second stage, you begin to pick up words, familiar words. I remember the
first words I picked up were “people,” “China,” and these things.
Gradually you pick up more and more words. That is the second stage.
That means you are learning now. And this is a very long period of time.
If you continue to do that, then you begin to understand sentences. And
you could understand more and more words and sentences. And finally,
you could figure out what they were saying. By this time, you enter the
third stage. You understand more and more, and finally you can
understand most of the things, with some new words and unfamiliar things.
By this time you could try to find the words in the dictionary ifyou find an
unfamiliar word, well, try to get the word from the dictionary. And, in my
experience, ifyou can get the word in the dictionary you won’t forget it,
because there is a gap waiting to fill up. And you got the word in the
dictionary, and you remember spelling, everything. So three stages. And I
also believe that we should listen to the normal speed broadcast, English,
from the very beginning. Many teachers suppose that their students should
listen to the slow speed English as first. To my experience, that will be
more time-consuming than the normal speed.
The analysis of his own experience became something of a foundation for Mr.
Wu in teaching and encouraging his students. Twenty years later, it continues to shape
and influence his approach in the English classroom.
Mr. Wu was assigned as an instructor in the FLLD when he finished his degree at
HTU. Although he had no choice about his place of work, he was pleased about his
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assignment. Here the interview turned to his early feelings and memories as a young,
first-time teacher and why he considered himself lucky
Actually, 1 was assigned [as a faculty member]. We didn’t have any choiceUpon graduation the students would be assigned to their posts. The
department chose to assign me here to teach... Of course I felt proud of
that. And also I felt lucky, because several years before me, you know the
people who could stay in the university must be these people
revolutionaries, communist party members, and people who were bom in
poor families, before they learned English. As I said just now, I was bom
in a rich peasant’s family. My grandfather and my father were rich people
and these people were not trusted at that time. And when I graduated, the
situation changed, and they judged people not only by the social or family
background but also their ability and knowledge are counted. So that’s
why I was chosen to stay in university. I was lucky. Otherwise I wouldn’t
stay here. I would have been assigned to my local village to teach the
primary school pupils or something like that.
Though countless aspiring professionals had their ambitions dashed by the
conflicting inclinations of career placement officials, Mr. Wu clearly enjoyed finding
himself teaching at the university from which he had recently graduated. In this part of
the interview, Mr. Wu confirmed that the adage that “teachers teach as they were
taught” was for him quite accurate.
Like my teachers in my first classes, I wrote everything down, on paper,
and I recited before class, because I was good at reciting. And I could
recite everything I spoke in class, from beginning to end. And the things I
wanted, and everything, the examples, I chose the examples from the
dictionaries and different books, and I wrote down my teaching plan and I
told my students everything.
Lesson planning was taken to the extreme, as Mr. Wu describes it, leaving no
room for student participation or spontaneity. His testimony was not unique, and many
young teachers memorized their entire lessons in order to ensure thoroughness, practice
their presentation skills and muster confidence. Though evidently a talented language
learner, and eventually a successful teacher, the word ‘luck’ occurred again and again as
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Mr. Wu related his memories of learning and teaching English. How did this sense of
good fortune shape his attitudes and practice as an English professor? This is one
example of how the participant’s perceptions of experience shape action as much as any
observable phenomenon.
I think I was lucky to chose English as my major or my subject Also it
was very hard for me to begin to study. Actually, as I said just now, I
didn t know English at all when I came to university. I was given the
chance to chose between English and Chemistry. And actually when I
studied in high school, I was good in almost every subject. And I could
study better in Chemistry, and the sciences, but I chose English as my
subject because I was curious about language. And I was lucky to chose
English, because in later years English became very useful. We could get
better jobs, we have more chances to be. . . more chances in society. So I
always think that I’m lucky to an English teacher.
Mr. Wu attributed his advantage as an English teacher as much or more to good
fortune than to his own ability, work ethic or able judgment in discerning his interests.
This sense of being ‘lucky’ coexisted with the obvious effort that Mr. Wu exerted in
learning English, as he details in the following excerpt.
I only had very hard experiences. At that time my, I worked very hard
every day. I didn t think of anything else, except English words every day
before I went to bed, I would review the words I learned that day, and the
next morning I woke up and would try to recite the words again, and that
way build up my vocabulary. And later, when I was very tired, I went to
the listening room, and put on earphones and slept and listened at the same
time. It was very hard working. And when I caught a bad cold, I didn’t
stop working at all, I still worked in the classroom, very hard for me, I only
know that. At that time some ofmy classmates studied English for several
years before they came to the university, but I began from the very
beginning. And within six months time I became one of the top students in
my class. I didn’t know how I caught up with them. I always thought that
because I liked English, I didn’t feel it hard on myself to assert so much on
the work.
Mr. Wu concluded the first interview with his analysis of the different groups of
people who learn English in China Once again, Mr. Wu offered evidence that even the
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analytical and theoretical positions that teachers take toward education often return to
their own personal experience. Mr. Wu would no doubt place himself solidly in the third
group ofwhat he sees as three kinds of English students in China
I want to say that the people who study English in China can be classified
into three groups. First group: they study English only for promotion, for
the certificate and these things And the second group of people study
English, not only for promotion and the job and also for research These
people are actually not much interested in English, but they have to study
English, because they have to use the language for their work and research
The third group of people is the smallest group. And these people take
English as, we say, as enjoyment in life, as part of their life. And only when
you take English as part of your life, can you enjoy it. And I often told my
students about that. And I hope that they will become the third group.
And to me, I finally met very few people who take English as part of their
life.
Interview Two - Professional Background
As explained in Chapter 3, the second interview of the three interview series was
designed to elicit specific personal experiences about the participants’ own professional
development and practice. In our present sample, the second interview with Mr. Wu,
discussion began to focus squarely on the evolution of his ideas and consequent teaching
methods as an English professor. An important part of his professional development,
though coming several years into his career, was a teaching training program that he
attended in Singapore. At the start of the second interview, Mr. Wu discussed the
competition for and the content of this training experience.
Of course we were selected after very fierce competition. The national
university assigned teachers to give us the test. And we took several
examinations. At first we took the examination in the department, all the
young teachers under the age of 35 had to take part in the examination.
We should only select one person to take part in the national examination,
to compete with the people in the other provinces. And after that, the
Singapore teachers came and they gave us the examinations themselvesThey took the examination papers back to Singapore, marked the papers
and selected people. [The training consisted of] mainly education
mguistics, psychology, and a little bit of everything, you know. Higher
reading, reading abilities, and theories of teaching. And they call this the
practice of education, and the theories and practice of education. It was
an international group. Many people came from Japan, Sri Lanka, and a
group from Malaysia, India, and other countries.
The teacher training that Mr. Wu received in Singapore was more practice-
oriented than anything he had received or would later receive in China. Thus it was that
many teachers with this kind of international training claimed that, though the duration of
the program may have been limited, the potential training impact was increased by the
lack of similar opportunities in China.
We also did Microteaching. And teaching practice in Singapore schools
for one month - four weeks. We also did a lot of practical work, making
the slides ourselves. Took pictures. And also made OHP cards, and also
we learned how to operate the film projector, and many other practical
things. [We] also studied information theory in teaching with computers. I
learned about the use of computers.
Despite his, as well as others, reporting the positive professional development
opportunity that such international experience afforded, HTU eventually abandoned the
sponsorship or endorsement of these programs. The regular practice of sending faculty
abroad for advanced training had led to the loss of several faculty members who were
able to parlay their opportunity into a better job opportunity or a chance to emigrate.
“Maybe ten years ago, the department sent people abroad very often, but they stayed in
the other countries and they never returned, so later the department was not willing to
send people.”
Five years after attending the teacher training program in Singapore, Mr. Wu
obtained a Master’s degree in linguistics from Qinghua University in Beijing. Although a
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prestigious university, the degree offered little practical training for in-service language
instructors.
It was a very traditional program, including general linguistics, applied
linguistics, history of the English language, and these things. I also studied
English for Specific Purposes, and also teaching methodology, [which
included] the different schools of teaching methodology and the basic
theories, mental theories of language teaching, and these things. And
curricula development. Yes, these things.
Mr. Wu characterized the difference between his training in Singapore and
Beijing as being the contrast between a practical and traditional approach. His advocacy
of international training programs for faculty stemmed from this point of view, that
international training offered Chinese English teachers a chance to bring their skills up-
to-date. As he explained, however, there must be opportunities to implement newly
acquired skills.
I think the Singaporean program is much more practical, and also, I think
it’s more advanced than the Chinese programs. The Chinese M.A.
programs are very traditional, just like the program in this department.
They offer traditional courses, only, on the theories of language and
language teaching. And the Singaporean program is mainly to develop the
teachers, so they try to develop the trainees teaching skills... All the
teachers here use the traditional method, and I cannot change much in my
teaching. Actually, I feel that I have forgotten must ofthe things that I
learned in Singapore.
The usefulness of the practical training he had obtained was perceived by Mr. Wu
to have atrophied from disuse. Because there was no support program or administrative
encouragement to disseminate what he had learned, or even to implement it in his own
classes, Mr. Wu felt the opposite inclination - not to use it. At some point in the second
interview with each of the faculty members, I asked them to make a verbal sketch of a
typical lesson from one of the courses they taught. Here Mr. Wu described one of his
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English Grammar lessons, revealing how traditional his approach continued to be. In his
case this approach did not represent a limitation ofknowledge or ability, but a deliberate
choice.
The typical grammar lesson is supposed to summarize the grammar points
Because the students learned some grammar in the secondary schools, but
they didn t learn the theories. In our grammar lesson, we summarize all the
points. For example, ifwe want to teach the infinitive, we should tell the
students all the functions of the infinitive, maybe twelve different functions
The infinitive can be used as subject, as predicate, as attribute, adverbial,
and so many other things. So we should write some things on the board
and give them examples to show these points. And sometimes we ask the
students to make sentences themselves. For example, ask student A to
make a sentence with the infinitive as subject. And sometimes we, I often
do like this, I give the instruction for the first one, and the people in this
row follow him, each ofthem make one sentence with the infinitive as the
subject. It s a kind of “pattern drill.” ...[We used] a textbook, written by
Zhang Daozhen. This is a very influential textbook in China. It’s called
Practical Grammar ofEndish
Mr. Wu was candid about the conflict between his desire and ability to change his
teaching methods. The motivation to change arose in response to the training he had
received and his perception of the needs of the students, but powerful inhibitions exerted
even greater influence. His experience is an example of the Chinese professional whose
response to environment is determined as much by social considerations of maintaining
the balance of relationships as it is by professional determinations of need or capacity.
When I asked him to tell me the changes in his approach to teaching in the near
twenty years that he had been in the department, Mr. Wu admitted there was little and
explained his rationale. This despite the positive feedback that students had given when
he tried some small-scale change, such as introducing more class participation.
Actually I have been trying to change. . . but I’m afraid the change is very
little. And I often wanted to encourage my students in participation in the
class activities. But since all the other classes still use the traditional
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m^hod, it’s very difficult to change. You cannot make your class too
different from the other classes, because the students will share their
experiences to the other people, and say, ‘This class is different from the
classes. And I’m afraid the other teachers may have some.
.
. different
opinions ofmy teaching. So generally speaking, I often included some
students participation in my classes. And, the general response is that the
students like these activities much better than the traditional method. So
that is why I often propose to [the Dean] to cancel the Intensive Reading
class in the higher grades, or for the second, third or fourth years. But it is
very difficult, because teachers are accustomed to the textbooks, and they
don’t want to take much time to prepare the lessons. So they just want to
keep the old Intensive Reading course.
Mr. Wu had very specific ideas ofhow improvements could be made in the
FLLD and had made proposals to restructure some aspects of the curriculum. Although
the following selection begins with a discussion of his proposal, Mr. Wu digresses to
make a larger point. His experience is a concise summary of the frustration he met when
trying to tinker, in a small way, with a program entrenched in the linguistic approach and
add a bit more of a communicative bent.
[I suggested to the Dean] the tutorial system and lecture, big lectures,
followed by tutorials. Teachers conduct the tutorials discussion. And we
should change the classroom teaching from language-oriented to content-
oriented. We discuss the themes in the reading material, instead of the
language points, the grammar points, the structure and these things. We
leave these things to the students. They should prepare the lessons
themselves and try to find the new words and phrases in the dictionary and
try to understand and study the structure. If they don’t understand, they
may ask the teacher, and the teachers role should be to conduct the class,
to make the students talk, or discuss, and learn the contents of the things,
instead of the language. And we discussed these with the other, with the
Deans of the department several times, and [the Dean] accepted this
proposal, but he said that it takes time to change, for students and teachers
to adopt themselves to the new teaching method. I think now in the third
year and fourth year our intensive reading class is still reading based. The
teachers spend too much time in class explaining the language points, the
grammatical structure. And make the students lazy. You know, they just
wait for the teacher to give them the definition of the words, and they just
want to sit in the class and listen to the teacher And they never speak,
unless the teacher made them to speak. So it’s very passive. I remember
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when I studied in Singapore, and the teacher, in the first few classes the
Chinese students never said a word. Later, the teacher went to us and said
told us, ifyou do not speak, you shall fail this course. Finally we knowhow we should be evaluated according to the participation in class and
according to what you said in class, the quality of your speech, the
contribution in the discussion. I think this is a very good way to learn
language. Not only learn language.
. . I think in the first two years in the
university, in the English department, the students have already mastered
the basic grammar and vocabulary of the language. In the third and fourth
years the focus should be on content of language, and let students language
ability develop naturally, by themselves, in the discussion, in the class
activities, in the learning of the other things.
It is worth noting that his experience in Singapore had disabused Mr. Wu of the
commonly held bias that Chinese students are simply, by nature or nurture, more passive.
He had seen that when the expectation and demand of increased participation were
present, Chinese students were more than capable of meeting them. Mr. Wu’s
perception was that the students would indeed welcome such a shift in orientation from a
language-based to content-based curriculum. He essentially determined that the students
would like a more progressive approach.
I think [the students] will also be glad. They won’t be disturbed. In my
class, my students told me that they wanted to talk, to participate in the
discussions, the problem is that the teacher didn’t give them time to open
their mouths. The teacher took all the time in the lectures.
The source of institutional reluctance to change long held practices does not
reside in one group; it is distributed among diverse members of the community.
However it may be particularly concentrated in a group that perceives a potential loss of
privilege from proposed reforms. The perception was generally shared among the
faculty that the source of resistance in the FLLD was neither the students nor the
administrators but they themselves as teachers.
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Most of teachers do not want to do this [reform], I said just now it is very
time-consuming. The teacher will have to spend a lot more time to prepare
the lessons than they do now. I have been teaching this course for many
years, and I just take my book and go to class. And, I don’t have to do
anything else. But ifwe conduct the tutorial discussion, you have to take
much time preparing the lessons.
. . Actually the students want change.
And I discussed with my class, with my students, many times. And when I
said about the change of teaching method, they all said that they welcome
the change. The problem is that change comes too slow and too late, and
they are going to graduate in a few months time.
The faculty felt that they had the latitude to make such changes in their teaching
methods as they felt necessary, but few took the opportunity to make substantive
change. In Mr. Wu’s case, though convinced of the need for change and aware of his
potential to initiate it, he was inhibited by peer pressure.
I m afraid that I should spend a lot of time and energy if I want to change,
and finally the teachers may not accept your ability to change. So I worry
about that. I wanted to change the teaching method many, many years
ago, and I’m just afraid of the opinions of the other teachers.
Asked about professional development programs or teacher training sessions
conducted by the FLLD for the faculty that might catalyze the process of reform, Mr.
Wu explained that, although they had been a part of the FLLD years before, they too,
like the study abroad programs, had been discontinued.
In an atmosphere of intense economic development, some educational practices
were ironically reverting to practices more like those common in the period of China
prior to the Open Door policy. This was due in part to the demand for more teaching
that placed greater limitations on the teachers’ time. The economic development also
seemed to enhance the many teachers’ sensitivity to issues of competition. Unlike in
earlier years, there was now a potential material benefit attached to the perception of
being a superior teacher.
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Many years ago, we had some teachers training courses given by the
experienced teachers in the department. And because at that time the
department was badly in need of teachers, so they had programs for many
years. And often they had teachers training programs courses given by the
foreign teachers, like you. These years, not. And we didn’t have the
demonstration lectures, and we didn’t attend each others’ classes among
teachers, because the teachers are too busy to attend the other people’s
lectures, to listen to the other people’s lectures. The other problem is that
the teachers do not like the other people to observe their classes. Most
probably they, they are afraid of making mistakes or.
. . I’m not sure
When asked, Mr. Wu explained that he too certainly felt the way he had
characterized the other teachers, reluctant to be observed by colleagues. His candid
admission in the following selection reinforces the principle that the ideas of the teachers
came more from their experience and perceptions thereof than from any ideology or
analysis of their practical needs and circumstances.
I remember once, I was giving a class, giving a lecture and a foreign
teacher came to my class, and I was extremely nervous because I was
afraid of making mistakes in grammar or in language, so I didn’t like the
native-speaker’s in my class. Generally speaking, when there are some
people observing my class, I don’t think that I can teach as well as when
there is not anyone to observe. I like to make jokes in my class, and I am
relaxed. When somebody is there to observe me, I shall be very formal,
very serious. I feel uneasy.
Turning again to the theme of changing his teaching methods, Mr. Wu explained
the kind of change his teaching had undergone in previous years. He identified an
underlying reason why most teachers, including himself, failed to make substantive
change. There was a general lack of incentives to change and therefore no motivation to
do so.
In my first years as a teacher, I based my lectures on the textbook. Now I
am much broader, and generally speaking, I shall not only teach the things
in the textbook, I shall base my lectures on many different books and the
things I like to teach. [The method is] not much different. Teachers do not
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have much motivation to change. Why should they change? To use more
energy, to spend a lot of time on the classes - not much motivation.
According to Mr. Wu, the lack of motivation to change was the central reason
why teaching methods and content remained relatively static in the FLLD year after year
When asked what remedy there might be to this, he imagined a time when teachers might
be motivated to change for fear of losing their jobs if they did not. Alternative
assessment protocols, merit-based promotion, and performance-based accountability are
indeed the kind of mechanisms that will contribute to the modernization of the English
teacher training. Mr. Wu understood, however, how powerless individual teachers were
to implement this kind of reform.
Maybe the people are talking about reform, and in the future university
teachers will be employed by the department and the poor teachers, the
teachers who are not welcomed by the students cannot stay. I think that is
the most part of the motivation in the future. Now, no matter whether
students like you or not, you can have the job, you can have the salary, you
can teach. That’s the problem. And actually, all the students know which
teacher teaches well, and which teachers they like. They don’t have any
say in these decisions, you know, whether a teacher can teach or not. The
department assigns him to teach this class and he teaches this class, no
matter what students say.
Wondering what kind ofpower or influence the more talented teachers did have
in the department, I asked Mr. Wu if some faculty had more of a defined leadership role
or say in the decision-making processes ofthe administration.
Not very much. Actually the best teacher and the poorest teacher are the
same. And even the students give marks to the teachers teaching every
term, evaluation, it’s a kind of evaluation And the results are not
announced, kept secret, only the Deans and, and I’m in charge of the
teaching group and sometimes I know the result. But for the ordinary
teachers, this is confidential. Because, I don’t know why. The Deans do
not like to publicize the results. . . I think that maybe the Dean is afraid that
this may make the teachers, some of the teachers lose face.
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When Mr Wu considered what might be the most significant improvement in the
department since he arrived there almost 20 years before, his answer was simply,
“Actually, I don’t see much change at all.”
As the second interview came to an end, Mr. Wu mentioned another proposal for
change he had made to the Dean ofthe department regarding the department library.
We have very few English books. I have been to the Reading Room many
times and I see that the books are very old, and also the students are not
allowed to enter the Reading Room. Students have nothing to read at this
time. And that’s why last year I proposed to [the Dean] that we should
establish a students reading library; we should buy some books and novels
so that the students can borrow. And I also proposed that we establish a
time of a collective reading group. And we should ask the students to
donate some money and buy some novels and keep the novels in the
department and students can borrow them. [The students] are not allowed
to enter the Teachers
,
the Faculty Reading Room. It’s called the Faculty
Reading Room. And also at the school library there are very few English
books, that is the problem. And also in the fifteen years that I was in this
department, the teaching resources changed very little, the facilities, the
equipment changed very little. I really dream of having an overhead
projector, but I can never get one. I proposed it many times, and they say.
We don’t have the money for that.’ I myself even wanted to buy one.
The problem is that I teach in different classes. How can I bring my
projector into different classes? So I gave up the idea. But it is very
convenient to use the OHP. You can prepare the lessons very well, and
put the things on the cart. The problem is that we don’t have enough funds
for that. You can see that all of the teachers, none of the teachers have the
intention to make teaching aids. They are not required to do that and they
have no motivation for that.
Once again, though positioned to implement potential improvements to the
department, Mr. Wu ended up frustrated and more isolated in his teaching. When asked
if there were any last thoughts that he would like to make about the teaching methods
used among the faculty of the FLLD, Mr. Wu reiterated the theme of how slowly things
change and that the reason for this is the lack of incentives to change Going further, he
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discussed the role of reverse incentives, reasons faculty had to resist any change in their
role.
Generally speaking, I feel that the change is too slow in the department.
And I wanted to change, but so far I haven’t started at all And the major
thing is that teachers have no incentive to change. The students are very
active in these kinds of activities, but the teachers don’t want to do that
And you can also see in these years, that the office workers improve a lot
in facilities and equipment. Now they use computers in every office, but
the teaching has changed very little. We use the same blackboard we used
twenty years ago. We use even the same tables we had twenty years ago.
In the classroom, nothing has changed. Nothing is added.
. . And the
teacher comes to class with one textbook, and they have been teaching it
for many years, again and again and again. Some teachers told me, ‘I can
recite all the things in the textbook.’ So, the teachers just replay their
classes, they just come to class and replay the things they said many, many
times. It’s very, you know, very easy to teach.
Textbooks were an essential tool of the curriculum in Chinese secondary schools
and universities and often used by the State to disseminate or codify the approved
curriculum. Chapter Two offers examples of textbook reform leading changes in
education policy. Although the university curriculum is not fixed at the national level,
the use of textbooks as the backbone of instruction was entrenched in the pedagogical
approach of the FLLD. Mr. Wu identified this pattern, and the resistance to changing
the texts, as evidence of a general resistance to modernize the department.
In the twenty years when I was in this department, maybe we changed the
textbook only twice. Several years ago we taught a course called ‘Oxford
English’ and later we changed that to College English. After that. College
English every year. And now we teach a higher course in prose writing in
the fourth year, I’ve been teaching this for many years, and we have no
plan to change at all. And even the survey, the book for survey, I have said
many times that the book for survey must be updated every year You
know, new things appear every year. So far, the book was published in
1985. Fifteen years from now, you can see. And even the provincial
examination board doesn’t require the change oftextbooks. A lot of things
have changed. And the Soviet Union.
.
right? It’s still in the textbook.
Many things have changed, but the textbook is still the old one. No one
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cares about this. Another problem is that the old textbook was written by a
professor in this department. So no one dares to say that we should
change this, because it was written by Mr. Zhang
Mr. Wu indicated several reasons in an effort to explain some of the cultural
reasons for the general reluctance to change. Among the principal causes he cited were
conformity, lack of experience among leaders and the bureaucracy of China. His reasons
concluded our second interview.
In China, a lot of things you know but cannot say. When one points at a
horse and calls it a deer, you say it is a deer. Leaders want to change but
don’t know how. They use computers in the office but there is still no
change in teaching materials. And there are so many faculty members; not
enough good teachers. There is a saying about bureaucracy: “The
President occupies the whole floor. The directors occupy the whole
auditorium. The sub-directors occupy the whole campus.”
Interview Three - Reflection and Meaning
The third interview in the series of three was intended to shift the focus in two
ways. First, participants were asked to take a broader view of the topic of English
teacher education. Questions were designed to have participants reflect on the relevance
of their experiences in the context of the department and Chinese education as a whole.
Having discussed so many of their own personal experiences up to that point made it
natural and easy for participants to use their experience as a referent for their broader
views.
The second shift in focus of the third interview, in addition to the broader
framework, was to ask participants to reflect on the meaning and significance of their
own experiences and values within this broader socio-cultural context. Because the
questions in the third interview tended away from particular personal experiences toward
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more abstract considerations, it was the most diverse ofthe three interviews with the
participants.
In this interview, Mr. Wu revealed the depth of his skepticism about the potential
for change in English education and teacher education. He returned again to his belief
that teachers lacked incentive and that such incentive as would be necessary to motivate
true change would not be forthcoming, even in the next decade. Before discussing these
views about the FLLD, however, he shared some thoughts on the broader perspective of
English study and the teaching profession in Chinese society. He began the interview by
describing how attitudes towards learning English have changed in the twenty years he
had been a teacher.
I think the attitude toward learning English changed very rapidly in the
twenty years I have been a teacher. In the first years upon my graduation,
people knew very little about the world outside and they didn’t understand
the importance of English learning. And some of teachers studied Russian,
and, you know, at that time China was a very close friend to the Soviet
Union. And people admired the Soviet people and they learned Russian.
And during the Cultural Revolution, China was actually cut off from the
outside world, and so when I graduated in 1979, China was only beginning
to open its doors to the outside world, and people began to know the
importance of English. So, I said, I was lucky to learn English, because
upon my graduation, all the working units and departments wanted to
know who knew English. So, in the first years ofmy teaching, my students
knew very little English, and they started learning English from ABC. And
the importance of English learning was realized gradually, through the
years 1980 to 1985. This time China began to send people to study
abroad. People knew that if you study English well, if you know English
well, you can be sent to study in other countries, so people were motivated
by the language. And later people began to do business with other
countries and they realized the importance of the English language.
The content of English teaching had changed little in Mr. Wu’s twenty years as a
teacher at HTU and the teaching methods had changed even less. However, much had
changed in the teaching profession in his time as a teacher. Along with the national
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intensification of interest in learning English, clearly the status of the profession had
improved. Mr. Wu described the transformation as due in large part to the change of
climate in the political and economic arenas.
During the Cultural Revolution the teachers’ places were very low, below
that of the workers and farmers. Because the intellectuals were considered
as untruthful or disloyal to the Communist Party, because they had their
own ideas, they didn’t follow the Communist Party very closely, and
generally speaking, people distrusted the intellectuals. After the end of the
Cultural Revolution, the intellectuals began to be considered as part of the
working class, and the policy changed and raised the status of the teachers.
Most of the teachers salaries were raised with the raise of the status. And
now I think the teachers pay is quite okay. In China now many state-
owned enterprises went bankrupt, and the workers were laid off, and they
couldn t get their salaries, their wages. But the teachers at least can get a
stable salary, and so the teachers’ status in our society is much higher than
twenty or thirty years ago. And I met a lot of people from other places and
when they know that you are a teacher, they praise you. That’s quite
different than ten years ago, especially twenty years ago.
When discussing the changes that he had witnessed in his tenure at the FLLD of
HTU, Mr. Wu did not include these changes in the political, economic and social climate
of the country per se, despite having just discussed them. He believed the most
significant change was in the hiring policy that had occurred nearly twenty years before,
an indirect result of political changes when he first began teaching at the university.
Maybe the most dramatic change [at HTU] was upon my graduation.
Before my graduation, the people who remained at this university to be
teachers were the people who were politically good, and were carefully
chosen politically. And in the year ofmy graduation, we were chosen, not
by political criteria, but by professional criteria. The people who studied
well, who knew English well, were assigned to be university teachers. I
think that is the most important change in 20 years. That was the turning
point, in 1979. That was the turning point. Even the students in my
previous years, they were chosen for the university because they were
politically good. They were, I remember they were bom in poor
families, they were called: workers and peasants Also the students
began to be chosen, enrolled, because of their academic achievement, and
by examination. That’s the biggest change in the twenty years.
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Professional mobility is not one of the primary characteristics of the Chinese
workforce. Nevertheless, many teachers, particularly at the university level, are offered
alternative professional paths at some point in their career due to their acknowledged
expertise in language skills, organization, and administration. Mr. Wu discussed his
experience and decisions in this regard and the reasons why he has remained in teaching.
Actually, I have had many opportunities to go into the department offices,
and after careful consideration, I chose to remain as a university teacher.
And once I was asked to work in the educational department in the Hebei
Provincial Agricultural Bureau. They told me that I would become the
assistant director if I were transferred to this department. After some
deliberation, I decided that I couldn’t do that work well. I would rather be
a teacher than in an admin, office. And another year, I had a chance to be
transferred to Hebei TV to write the news broadcasts, English broadcast
news items. And obviously, I refused. And the Head of the department, of
the TV station said so many people want to come to work here. Why do
you refuse to be transferred here? I said that I do not want to be ruled by
the leaders. Because ifyou work in that office, so many leaders, so many
layers of leaders, and I would be the lowest. Yet as a teacher, at least I am
at the. .1 have the same status as the other, fellow teachers. I don’t have
so many leaders to be my bosses.
In addition to the evidently high level ofjob satisfaction that he enjoyed, Mr. Wu
considered himself well suited to be a teacher. Working with students was a significant
part of his satisfaction with teaching.
I like the teaching profession. I like my students, and I often told my
students that every time when I stand before my students, I forget all my
worries and troubles. I feel happy. And another reason perhaps, is that I
have been reading books for so many years, if I go to one of the other
departments, all the things I have learned will be useless. I want to use my
knowledge here.
The rapid increase in interest among the general populace in learning English
certainly improved the status of English teaching. Though he did not state it as a
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significant aspect of his own job satisfaction, he alluded to it when he explained the
changing attitudes.
I think the learning of English has become more popular, because people
have realized that ifwe want to develop the country’s economy, you have
to do business with the outside world, with the other countries. If you
want to have contact with other countries, then English is very important in
communication. So that is why English is one of the favorite subjects in
the university and also in the adult education system. And people want to
learn English well and to use it as a tool for their business and for their
future work. So this.
. . so the policy of ‘opening up’ is very influential in
people’s attitudes towards English.
This opening up’ had another effect on the English education program at HTU.
In addition to the increased interest in learning English and the concomitant increase of
status among English teachers, many of the students in the FLLD, ostensibly there to
prepare for careers as teachers, in fact had their eyes on more lucrative opportunities.
This change has historical antecedents that were described in Chapter Two, such as the
many students that attended the missionary schools in the nineteenth century with their
eye on government service, rather than the mission field, which was the overt objective
of their study.
Because we have a surplus teachers at this time, I think the teachers will
also face the competition of finding a job. As a result of the population
control, the birth control program in China, the number of pupils in the
primary schools is becoming smaller and smaller in these recent years. And
in a few years time, the private schools will be cut down in number.
.
. Some
of [the students] want to be businessmen, in export and import. And also,
interpreters in factories and hotels and also government factories.
In this interview Mr. Wu considered the most rewarding and difficult aspects of
his work as a university teacher. The most rewarding was clearly his relationship with
his students, something he had discussed earlier in the second interview. The most
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challenging aspect of teaching, he explained, was his inability to change due to a general
lack of support for doing so.
To me I think the students’ respect is the [most] rewarding to me.
Because, as you know, I earn as much as any other teachers in the
department. I don’t have any extra salary even if I can teach well. But I
believe my students like me and they respect me and this made me happy.
Actually, I don’t feel much difficulty in life, in teaching. The only [thing]
that worries me is that I worry that sometimes I want to improve my
teaching facility but the department or the school do not support this kind
of activity. As I said before, I’ve been teaching for about twenty years and
the teaching methods and the teaching curriculum have remained the same.
That’s a big problem.
When questioned as to the chief obstacle of reform at the university, Mr. Wu
attributed it to the lack of will among the administrative leaders and teachers themselves.
As I mentioned last time, [the obstacle] is motivation of the leader and the
teacher.
. You know, this university lacks funds. But you know, they
spend a lot ofmoney on other things. They spend little money on the
development of the teaching facility and the teaching training and also on
the improvement of the teaching method. A very small fraction of the
money, of the university funds is used directly on the teaching. If you
study the details of the spending of the money, you will discover that most
of the funds is used on the other things, on the organization and
administration and these things. We have more than 3,000 staff members,
teaching personnel in this university and the teachers who stand on the
platform are very, very small in number, maybe only a few hundred, less
than one thousand. That means that most of the people are administrative
personnel.
Mr. Wu specifically addressed the shortcomings of the FLLD in preparing
students to become teachers. He cited the need for increased attention to overt and
practical teacher training. Because such little emphasis was placed on the training of
teachers, Mr. Wu suggested that the students’ imitation of their own teachers was the
default method for learning teaching methods, as it is in much of the world. In a country
facing dramatic challenges to rapidly modernize its social and economic resources.
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reliance on the imitation of teachers who were trained in the years of the Cultural
Revolution and its wake is no doubt a matter of status quo rather than the result of any
deliberate policy or strategy.
I think there is much room for the improvement [of teacher preparation].
Because you can see that most of the courses are English-related and few of
the courses are concerned with the teaching of languages in schools and
generally speaking they have the teaching methodology class only in two to
three periods a week only for one year. And after that, no other things
related to teaching. And there are a lot of things that students will learn,
such as the use of the resources, the making of the teaching materials, these
things, no one teaches them. And, as you know, you taught Microteaching.
We didn’t do any Microteaching in our Department.
. . Most of [the
students] copy the things they see in the university. They try things in the
same manner...
Though not alone in placing responsibility for lapses in university policy on
government bureaucrats, Mr. Wu spoke about the problem more openly and directly
than most of the participants, who tended to be more oblique. When asked to identify
leverage points for possible change, Mr. Wu identified the problems of change as
systemic.
I think this is closely related to the form of the whole political system, and
also related to democratization of the whole university.
. . The problem is
that we really have no incentive to change at all. So many leaders, so many
people are high above the teachers. They consider themselves high above
the teachers. They do not work at all. Why should the people work harder
than they do? It’s a big problem.
Mr. Wu characterized himself as pessimistic about the future of the university and
Chinese society in general. His most optimistic assessment of the change that had
occurred in the department in the last ten years was that a serious consideration of the
need for change was afoot; substantive change was not.
I think the most important change [in ten years] is that teachers have begun
to consider the possibility of change, but actually we haven’t changed at all.
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In private conversations we know that, we say that we should change the
teaching method. At least we are talking about change. But we have not
changed at all.
One of the purposes of the third and last interview with each participant was to
learn something about how the participants made meaning of their work as teachers.
What did the teachers derive from teaching? With this in mind, I asked Mr. Wu what he
considered to be an ideal future work situation.
To be very honest, I just want to spend as little time as possible in the
department working, and develop myself at home or in my writings or do
some extra work, to be very honest... As long as the students do not object
to you, that’s okay. Everyone’s the same, no matter how well you teach,
how poorly you teach, everyone’s the same. We also ask the students to
evaluate our teaching every year, for so many years. What’s the result?
Nothing has been done to any teacher, whether he teaches well or not. So
many years. So, that’s really a very private opinion.
Mr. Wu here touched on the politics of educational policy more directly than he
had before, despite his general candor. He explained that the difficulty of advocating
change was attributable to a political climate in which stability is prized above all else.
As the leaders said, stability is the priority over everything. And to be
stable, you can’t change much. That is the basic philosophy. So if I say we
should change we should change the teaching method in our department,
this will create chaos, disorder. This violates the basic principle of
‘stability is the priority over everything.’ We should obey, remain stable,
not to violate peace and order.
Mr. Wu was not alone among the teachers in striking mixed notes when he
considered the prospects of change. While on one hand, he felt the climate discouraged
change and insisted that teachers lacked incentives, he also believed that change would
be possible if the volition and will existed among teachers. The perception was ironic;
teachers had the freedom to change but lived and worked in a society and system that
tacitly discouraged it.
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I think I mentioned last time, actually to me, I believe, there is much to do,
to be done in China about English teaching. It is only provided that we
have the environment, larger environment, the incentive for us to do so.
And the most important thing in the department is that we should create an
English environment. And it is possible. The problem is that no one tries
to do it. We should try to force our students to speak English in everyday
life. We should try to speak with students, to students after class in
English. And the department [should] have meetings in English at staff
meetings, also various activities, and use English as the only medium of
instruction, and communication. And also to raise the general standard of
students to develop their general English ability, a lot of things to be done
here.
Another conflict that existed in Mr. Wu’s perceptions of the department was in
his estimation of the responsibility of the department faculty in spearheading change.
Despite vocalizing his belief that the possibility of teacher-initiated change existed in the
FLLD, he also maintained that the prospect of it was unlikely due to the passivity of
teachers. As he had earlier stated, he had attempted advocating reform himself but
ultimately been subdued by the lack of response.
[Teachers are] very passive in their work. Very passive. You can see very
few teachers in the department when they don’t have classes. Most of
them go home immediately after their class. And students often say, ‘Oh, I
haven’t seen you for many days.’ I say, ‘Oh, yes.’ We go home directly
after class. They will never return to the department before the class.
. . I
often say that, in China, you don’t put your body, heart and soul into the
work. That’s the biggest problem, the waste of energy and waste of time.
Not the fact that no one can work well, the fact that no one wants to work
well. It’s the same. And you can see so many teachers just come to class
without any preparation. And they talk. And the students objection is very
great, you know. And they tell that to the department’s Dean and leaders,
and no one could do anything about that. And next year, ‘Oh! He can do
that, well we also can do that!’ And one learns from the other. So that
influences the teaching very much. That’s the biggest problem in China,
not only in the schools, but in many other fields as well, actually. The
state owned enterprises and government offices. The, we say, efficiency of
work is very low.
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In concluding the interview series with Mr. Wu, he reflected something of his
mixed views: he was generally pessimistic about society, but he cared about it; he liked
teaching, but he felt he should do more for the department and students.
Generally speaking. I’ve thought to myself, maybe I have a pessimistic
view of society. On the other hand, I think a lot about the progress of
society, the development of society. Yes, so maybe that’s why my opinion
is different from the others. But that’s what I think, what I believe.
As I said, I like the profession of teaching, the teaching profession, and I
like my students. That’s one thing. And another thing is that I should have
done much more. As I often thought. I didn’t do enough for the
department, for my students. I should have done more. That’s my
opinion.
In a society changing so fast, with so many contradictions and competing
priorities, the uncertainty caused by such mixed feelings that Mr. Wu felt as a teacher
were by far more common than professional clarity and conviction.
Participant-Generated Themes
The previous section presented in some detail a complex variety of factors that
contribute, from the participant Mr. Wu’s point of view, to the training of Chinese
English teachers in the midst of a rapidly changing society. The present section will
present in a topical format ten themes that have been extracted from a broader range of
participant interviews. Excerpts from interviews have been included to illustrate each
theme in the words of one or more of the participants. The themes included are the
following: political context; teacher training; international teacher training; teaching
methods; teaching resources; student attitudes; teacher and student relations; foreign
teachers; administration; and examinations.
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The topics included here are those that arose time and again as the most seminal
to the participants. They cover a broad spectrum of the professional experience,
including some of the chief influences upon faculty practice, descriptions of seminal
aspects of the teacher training experience, perceptions of the problems and potential of
English education and training in China, and some perspective of the direction English
education is and should be headed in the near future. Individually the themes may be
considered points of reference for understanding the body of participants. Together they
constitute the collective perspective of the FLLD faculty ofHTU on the state of today’s
English education, teacher training, teaching experience, and obstacles and opportunities
for reform at their university.
Political Context
One may assume that national politics in China would exercise a pervasive
influence on the decision-making at universities. Though true, the influence is indirect.
At provincial teachers’ universities such as HTU, the lion’s share of decision-making
occurs at the provincial level. Moreover, the faculty are shielded considerably from even
this influence, as it pertains more directly to broad financial and administrative
determinations than such things as faculty tenure, salaries, curriculum and workload. In
practice, the guise of national and regional control of policy is mitigated by the practical
demand for local administrative control.
Therefore, scholarly independence exists to a greater extent in China than the
nationalized organizational structure of government institutions would at first suggest
Among many with experience teaching at both Chinese and American universities, there
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is agreement that the political pressure to conform to a prescribed ideology or academic
fashion is stronger in the United States. While it was my intention to explore the
political influence on the department culture of the FLLD, most faculty were not inclined
to discuss it at length. Another kind of “political” concern, however, did surface
repeatedly.
The more immediate political concern for faculty at HTU came in the form of
local politics. The term here has a narrow meaning, indicating social rather than
administrative pressures confronting the community of colleagues in the FLLD,
something akin to “office politics.” From the ethnographic perspective, this kind of
political dimension within the community might also be described as a cultural
characteristic.
The local politics, in this sense, of the department were ubiquitous, and made it
easy for faculty to place a higher priority on maintaining smooth relations with
colleagues than meeting teaching objectives or maximizing the use of resources. In this
example, Ms. Liu explained why she did not protest when the ancillary staff profited
from the sale of cassette tapes to students rather than making them available freely as
they were obligated to do so.
The Chinese people they want to keep very good relationships because we
don’t move very much, we don’t change jobs very often. So you can’t
make contradictions all the time. So ifyou are in charge of these things
and I don’t want you to copy those for the students to make money, then
you will feel very unhappy about it. So it’s not good to do that. Keep it
going very smoothly. So I have nothing to do. This is a special
characteristic - the Chinese - the Chinese way of doing things, Chinese
relationships are just like the Japanese, I think. We want to keep a very
smooth relationship because we don’t always change jobs. Just like the
peasant farmers in the countryside. If you have a contradiction between
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you, maybe the next generation will also have a contradiction. So - not agood relationship is not good.
This sensitivity to “smooth” relations extended to every one of the faculty and
naturally dissuaded them from voicing opposition or conflict. Instead of resolving minor
bureaucratic problems such as the one above, conflicts were ignored, subordinated or
denied. Ms. Liu felt that the most important political skill in working in the department,
indeed in China, was one’s capacity to develop and maintain these “special
relationships.”
I think this is kind of a big difference between you and our Chinese. You
see, perhaps in your country if you have ability or a personal ability, you
can apply for a job and you don’t do this job well you may be fired, right?
And then you go to another place to find another position. With the
Chinese people it’s very different. For example, A is teaching here. Maybe
she has — or he or she has some very good relationship. Maybe his or her
father or mother has found this position for him or her. So it’s very
different. It does not show that he or she has the ability to do this job well.
It’s because she has those special relationships that have put him or her
here. . . Ifyou have the ability, you have the ability to take this job but you
don’t have the opportunity.
Without explicit administrative decree or support, faculty walked on eggshells to
guard relationships that could, in the future, hold unanticipated influence over their lives.
When administrative support was forthcoming, however, the faculty would assert that
they were without alternative, and behaving as instructed by authorities. This sensibility
to relationships was so pervasive, however, that not even authority figures, such as the
Dean, were immune from trying to guard the “face” of his faculty.
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Teacher Training
The majority of teachers in the department had been recruited directly to the
faculty as graduates students in the same department. Such practice is widespread in
China. Teachers university faculty are frequently without any practical primary or
secondary school teaching experience. This recruiting strategy ensures the strong
academic qualifications of faculty, as an assignment to teach at the university is a coveted
option for students and thus attracts strong candidates. Unfortunately, the same strategy
also severely limits the practical knowledge that faculty have to draw upon. This is one
of the factors that may contribute to the bias toward theory over that of practice and
hampers the professional development of pre-service teachers.
As a teachers’ university, each department at HTU has the responsibility to train
future teachers. The FLLD provides students with courses in English, as content
knowledge, and professional courses and training, such as pedagogy and teaching
practice. Chinese universities, developed along the Soviet model, are historically strong
in the area of career preparation, as reflected in industrial university names such as The
Shenyang Pharmaceutical University and The Changsha Railway College In education,
however, career preparation has traditionally focused on content and less on practical
and professional knowledge.
When new teachers are assigned to teach, their schools often take on the role of
training the novices in practical matters such as lesson preparation, classroom
management and consultation with parents. While common among primary and
secondary school teachers, this on site training from the administration or colleagues at
the teachers’ university was minimal to none. Overall then, teachers considered their
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training as inadequate and simply teach as they were taught. Ms. Yang, for example,
described the teacher education course that she received at HTU as ineffectual.
We will use methods that our teachers used to teach us. We have not
received a systematic study of teaching methods. Even though we had a
course on teaching methods, usually we just slept. The teacher was very
old. He taught methods for middle school. Usually the teachers will just
‘say, say, say’ and the students will ‘listen, listen, listen.’ There was no
textbook, only papers written by old professors. There was some video
showing pattern drills taught by a “model teacher” - very monotonous. It
lasted 40 to 50 minutes. The professor gave some explanation. We had
teaching practice in the third year, second semester. We acted like a
student for one to two weeks, then taught lessons for four to five weeks.
Other teachers received even less preparation to teach. The methods course,
such as it was, was offered inconsistently. The teaching practice was most often
conducted in local schools or those in neighboring rural districts. Ms. Yang
characterized her teaching practice as “fun.” Most remembered it as a short period of
observation and limited opportunity to teach. Ms. Huang, trained at HTU, received no
explicit instruction in teaching methods. Her only teaching preparation was a superficial
teaching practice offering little independent skills development opportunity.
We had no teaching methods instruction except student practice. We went
to a high school every day and did what we liked. We went almost every
day for a month and did whatever the teacher did. Now I think they didn’t
provide a good model. It was mainly grammar, then exercises.
Finally, the very choice to become a teacher and where to teach were limited in
China, though increasingly less so than in the past. Ms. Lin, like many of her colleagues,
became a teacher because she had attended a teachers’ university, not vice versa. She
felt she had little choice in her career once she had entered the university:
When we graduate we should be an English teacher. .
.
[But] if 1 [could]
have another kind ofwork maybe I would do such as a translator or other
things that concerned English. But I had only one choice.
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International Teacher Training
Among the faculty in the department, some one third had had some opportunity
for education, training or professional development courses abroad. Although the
destinations and nature of these professional experiences differed greatly, here they will
be treated collectively. While the teacher training that most of the participants received
in China was similar or even the same, as in the case of those who studied at HTU
synchronously, their experiences abroad provided them with a distinct contrast in
training. It is this difference, which offered another dimension from which to consider
their Chinese experience, that is of primary interest here more than the secondary,
particular qualities or character of their international experience. The value of
international training, then, was more often in the capacity it provided the faculty to
critique their own teaching circumstances at home rather than any fundamental change of
teaching it initiated while abroad.
One of the notable patterns that emerged from those with this international
experience was a marked change in their attitude or understanding ofwhat was possible
in English teaching. An increased attention to teaching method and process, as opposed
to a sole concern with lesson content, was evident among them. Some faculty
experienced the use of authentic English teaching materials and the potential for student
participation and analytical discourse for the first time while they were abroad. Ms. Zhu
described her experience this way.
I think I learned something from their teaching methods [in America],
They are more democratic. I know I should give more chances for the
students to practice - to use the language. So I try my best maybe to give
them a chance. And also teaching - the process of teaching is literally a
process of learning, too, so I really - I’m growing with my students. I can
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say I’m growing with my students. So I think the teaching methods and
also my way of thinking really also has changed just with my learning from
my teaching experience.
Along with new teaching strategies, however, came a realization among most
faculty of the impossibility or impracticably of implementing such approaches upon their
return to China. Ms. Zhu explained the influence that spending time in the USA had on
her teaching. When asked how she compared the American and Chinese education
systems, based on her studies in America, she said that she found American students
critical thinking ‘striking’ and quite different from anything she had experienced in China.
The teaching methods are quite different. The students [in America] have
to be involved in the discussion for a lot of time. So I was not accustomed
to that. But, the American students always have something to say That is
their tradition, from a very young age they were encouraged to give their
own opinions. So I think the most striking thing is the critical thinking.
Sometimes the Chinese students are just confined in scope. They can
hardly make a brief thought sometimes because when you are very young
you are taught — you are stuffed just like a duck. So you have just one
standard sometimes for something. But for Chinese people standardization
or uniformity are very typical things. My classes always give me some
surprise because they - what they think about - what they thought about
the thing was quite different from my idea. Sometimes I felt very strange.
Maybe that is because of the differences in critical thinking. So I think that
is very important - critical thinking. But in China sometimes those
students were not encouraged to develop that critical thinking. So - that is
very striking.
Although Ms. Zhu considered her teaching changed as a result of her experience
studying in the U.S., she felt that implementing such change in China was difficult due to
“different environments.” This was the paradox of international experience. Ms. Zhu
was not alone in sensing that Chinese students had the potential to learn more, and in a
more effective manner. As a faculty member, however, she was uncertain how to
transplant her new sense of possibility into the old, familiar context.
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I have grown in my teaching. I have more vocabulary myself. I am more
liberal minded. So Fm more democratic maybe for my students. I try to
encourage their critical thinking. I like them to have different opinions
about the same topic. I tried to provide more opportunities for my
students. They may have a different opinion from mine. But my problem
now is that I always fail. Sometimes I think this is because we are in this
circumstances. We have different circumstances, different environments.
So for me now, I think it’s very difficult to cultivate such ability. Because
up to now they have been in school maybe for more than fifteen years. So
they have already had this habit ofjust taking the things, just accept, just
receive what you give. They seldom have their own views and their own
opinion about that. They just take and then they give in the examination.
That’s enough. So even though now we realize that the ability of the
students is more than their knowledge, but it’s a very hard job. There
should be a change from very young age. In the primary schools there
should be a change.
Ms. Huang, though trained at HTU, a “normal school,” never learned teaching
methodology and so merely imitated her teachers when she began to teach. The content-
driven curriculum of the university made little room for professional development. In the
absence of such training or opportunity for experience, Ms. Huang’s response was
common.
When I was a student I had never learned the teaching methodology even
though it’s a normal school. I never learned the principles or theories of
education. So when I started teaching, I just followed my teacher. What-
how I was taught - 1 taught my students. Mostly it’s kind of traditional
method, I think. Not translation but grammar, structures.
In contrast, when she lived in the U.S., Ms. Huang experienced an in-service
teaching training strategy that she enjoyed and from which she benefited, that of teachers
sharing their best practices.
When I was teaching in Boston, a lot of the teachers did in-service training.
And I really like that kind of company at the educational center, where we
had a staff meeting every night and we have the program staff meeting
every week. So it’s not discussing the administration; it’s really - for every
staff meeting we have a topic, the topic’s on teaching so each teacher will
prepare as a kind of way to make you learn. So ifwe feel that way every
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teacher has taken a turn, we invite some other people to our school. And
teachers were preparing very carefully and they make a lot of efforts.
While such faculty sharing may not be routine in the U.S., it is almost unheard of
in China. There the learner is in a subordinate role to that of the teacher and has been for
thousands of years. There is a clear tradition of the teacher-student relationship akin to
that of parent and child. However, because the Cultural Revolution uprooted this
traditional orientation and China continues to undergo pervasive transformation,
changing the perspective of the relationship of faculty to include peer learning might no
longer be considered radical.
Teaching Methods
Once trained as a teacher, whatever the means by which that had occurred, the
Chinese English teachers recruited to the department had the responsibility to teach. For
the faculty ofHTU that meant, in most cases, graduating directly from a Master’s
Degree program in linguistics to teaching pre-service secondary school English teachers.
This alone helps to explain and justify the emphasis that the faculty placed on linguistics
to the exclusion of communicative English skills and participatory teaching methods.
Linguistics and language theory were what they knew best, academically familiar
territory.
The early experiences of the novice faculty proved to be foundational for many
participants. Upon those experiences later practice rested heavily. But upon what did
those early experiences rest, in the absence of clear and systematic teacher training
preparation? Simply put, teaching by imitation was the practice of the majority of the
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participants. Imitation had developed beyond a default strategy and was practiced and
perpetuated deliberately. Its use also extended beyond the faculty imitating familiar
teaching methods to include instructing students to learn linguistic competence by
imitation as well. Ms. Liu advocated imitation as the best method for her students to
learn or improve their English pronunciation.
Well, the main purpose [of my teaching] is imitation. I first explain the way
to pronounce each - the description of each sound. I give them the
description. Then I play some records for them to listen and to practice.
And sometimes I also ask them to recite - imitation and they recite. They
recite some paragraphs that I consider or they consider that are very well
read. And I believe that the more you imitate the more you get the sense
of English. As foreigners.
. .to learn the English tone is very difficult
because it’s different from that of Chinese. And so to form the habit of
speaking English tones we have to do a lot of work. For example,
sometimes the students make mistakes and sometimes I also always make
mistakes. I don’t know how to put the stress on the proper word. So it’s
a big problem and I think that - the only way to deal with that problem is
to imitate
Apparently committed to this method of teaching by imitation, Ms. Liu was still
inclined to justify her approach. In addition, she admitted that students needed more
than imitation, as they were adults and “not like small children.” In order to buttress that
approach, she advocated teaching language theories. When married, these two
extremes, parroting language and exploring the abstractions of linguistic theory, seemed
to produce a kind of balance that produced “quick” progress.
The more you speak and imitate I think the more you get the sense of
English speaking. But sometimes there’s some theoretical things should
also be explained to the students because they are grownups and they learn
something very quickly if you explain the reasons. Not like small children.
They just by imitation but they are adults they can learn the theories and
then we practice the words - very quickly.
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Because listening and speaking lessons had been added to the curriculum more
recently than the various reading, writing, grammar and education courses, there was an
opportunity to develop courses that were less traditional in design and more attune to the
needs of pre-service English teachers. This opportunity was taken to some extent as
instructors made more use of the multimedia labs and other educational technology
available to them to teach the listening classes, for example. The methodology, however,
according to one participant herself, was like many of the other courses that she
described, in a word, as “boring.” Asked to describe one of her typical Listening lessons,
Ms. Liu was unequivocal and explained that she sometimes hated it.
I should say it’s very, very boring. But I just explained to you that
sometimes the facility s not available so I can only ask the students to listen
- to provide the students with some listening materials to listen to.
Nowadays, we have a textbook with some cassettes and we learn one -
lesson one and lesson two — one after another. So this time maybe we are
learning lesson one. And pass one, pass two, pass three - one after
another, just listen to exercises. It’s very - it’s very boring. I, myself,
think it’s very boring. With certainly one class after another - three groups
of students teaching the same thing really makes me very bored and I hate
it sometimes. It’s not enjoyable. No new things but repetition. Just listen
and sometimes I ask the students to listen for the first time and if it is very
difficult then I play it once more. And the students - 1 ask the students to
answer questions. Sometimes we discuss questions together because it
saves time.
Familiarity with alternative teaching methods, learned from her extensive
experience in the US as both a student and an ESL teacher, allowed Ms. Liu to
experiment with different teaching approaches. Though she maintained that “imitation”
was the best way, she admitted the value of such techniques as role playing and the use
of songs in teaching in arousing student interest.
And sometimes I ask the students to play a conversation — to play the
roles. One plays the husband and one plays the wife and they enjoyed it
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very much. And, at the same time, they have learned the correct
pronunciation and the intonation of English.
. . I sometimes play them
English songs. And they have - most of the students are interested in
singing, especially singing English songs. I played a lot of songs -
traditional English folk songs - for the students. And it aroused their
interest and also practice their listening and their reading.
Ms. Huang, another teacher with international experience, considered her
teaching approach to be a blend of Chinese and American styles, a reflection of her
domestic and international experience. She suggested that the value of this approach is
the genuine interest that students show in participating when given the opportunity.
I really want the class to be a discussion class. It’s hard work. Students,
they don’t like to participate, they just want to take notes. They want to
understand every word and the relationship between the words. And I
think I m somewhere in the middle between the American way and the
Chinese way of teaching. I let them review the passages and in class I let
them ask questions. Some students they like to ask. So I’m not sure if
they understand all so after they ask the questions, I ask them too. I want
to make sure that if they understand it they can tell you that they
understand it in English, in their own words. So there is a lot of oral
communications in class.
Ms. Huang’s perspective is noteworthy in that it was shared especially by
teachers who had tried practicing participatory teaching methods. Although admitting
that it was hard work, or “extra” work, it was nonetheless fruitful. Others teachers, who
may have had little or no training or experience in how to promote such participation
sometimes openly doubted its benefit.
Teaching Resources
The cynosure of the Chinese English teacher’s classroom is the textbook.
Around that center of knowledge and authority revolved the instruction, study and
assessment of all courses in the department. In extreme cases, such as the “intensive
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reading” course that undergraduates were required to take, the course was simply a
procession through the textbook from beginning to end. The teacher would offer an
explication of the textbook content and the students would ask questions to clarify their
comprehension. All would then proceed to the following section of the text. Mr. Li
explained this phenomenon of the textbook as the center of the curriculum.
So in China whenever you teach you must use the textbook so the textbook
is the center of the class. Without a book the students cannot learn and the
teachers cannot teach. So this is the way the Chinese teachers do it. So we
call the method of- the textbook is the center of the teaching of the class.
So the teacher will teach according to the textbook and the student leam
according to the textbook. [Chuckle]
As faculty gained experience and confidence, they would sometimes introduce
material from outside the textbook. However, it was rare that a teacher would continue
to collect and adapt material as a matter of routine. Mr. Li explained, for example, how
he had found the department resources inadequate for teaching lexicology. That
prompted a search for new materials. After some fifteen years, however, he continued to
use the same materials that had resulted from that initial quest.
At first I had not enough material. I collected some material by myself
from the library - the school library and department library and I compiled
rough material on lexicology. And two years later I got a textbook on
modem lexicology and published by the Beijing Pedagogical University.
So in 1 984, yes, I went to Beijing and invited by the Educational Bureau to
read through the teaching material on modem English lexicology and out
of that we got the first edition of that book. And from that day on we still
use this book.
Textbooks are not the only teaching materials to which teachers and students
have access. The department had a collection of audio and video tapes as well, secured
exclusively for classroom teaching and extracurricular English enhancement activities.
Frustration among the faculty arose repeatedly, however, as a result of the strictures that
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ancillary staff had placed on access to these materials for both students and faculty. Ms.
Liu explained the complications that resulted from the ancillary staff profiteering from
their control and limiting student and faculty access to these teaching resources.
We have a collection of films - English films and cassettes in the
department we can choose from. But you can’t use them freely? Why not?
You see, last semester I’ve asked them several times to make it convenient
for me to play some films for the students and teaching programs - video
programs. But they just remained silent. Then I understood why they
didn t allow me to do that is because they were thinking about making
money. And now they have begun doing that. They play the video
programs and the English films for the students but they asked the students
to pay for it - buy tickets. And it’s - 1 think it’s a contradiction. I can
show that in class and the students don’t have to pay. But if I play this -
for example, this film in class then student won’t buy their tickets to see it
after class. So it s a contradiction, maybe. If I played, for example. Gone
with the Wind in class and if they play that again, they wouldn’t want to go
to see it. They won’t sell tickets. So it’s a problem. So the only thing I
have to do is listen to the recordings, nothing else. This class is boring.
[Laughs]
This profiteering was not the only limitation on access to teaching resources, but
it was the most frequently expressed by the participants of this study. Another
impediment was the need for the Dean’s or Assistant Dean’s approval for the use of
materials and equipment, a bureaucratic procedure that increased the time and difficulty
of accessing resources and decreased teacher motivation to do so. In other cases the
resources or equipment that faculty wanted to use simply was not available.
Mr. Wu noted in the earlier section how disappointed he was that he could not
use an overhead projector in teaching and that English language materials at the
university were so scarce. Ms. Liu explained the influence out-dated materials had on
her teaching Some students took classes outside the university, presumably from
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private language schools that seemed more effective in teaching contemporary English
than the university itself.
And sometimes they took a listening course but their listening course is
very different from ours. They watch TV and they listen to a radio
program or TV program and they are asked to answer questions. And the
language they learn is very up to date and they learn it and then they can
use it. But our materials or most of the materials are out of date. They’re
not up-to-date. It seems that we are learning the English of the past -
twenty or even fifty years. Old English maybe sometimes from the novels.
This is one problem why we are speaking - we can’t tell the difference
from oral English and from the classic English and the written English. I
think this is one reason we don’t have much chance to keep in touch with
up-to-date English.
Ms. Zhu further explained that while teachers have the discretion to choose the
texts for their classes, the viable options were severely limited by availability. If faculty
wanted to utilize resources outside of the few available textbooks, he implied, they were
greatly increasing the logistical complications of their teaching. Making photocopies of
materials, for example, was a bureaucratic, time-consuming and expensive proposition
that neither faculty nor students enjoyed. As he explained,
The problem now for the Chinese teachers is that there are not so many
textbooks available. You have little alternative. Sometimes you have to
take it, or you will bring yourself into trouble. You have to prepare -
make the copies or you have different type. So ifyou want to have a
ready-made textbook, you have to use this one. There are not so much
alternatives. But you really have the freedom to choose.
Internal conflicts as well as external ones resulted in limited access to resources.
Ms. Huang characterized some of the attitudes and priorities of her colleagues in the
preparation and selection of their textbooks. For some faculty meeting professional
obligations or ambitions took priority over discretion She explained that faculty had a
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captive market in students who were obligated to buy their textbooks, books that they
had written and might have had, except for their own students, difficulty selling
And a lot of the time [the faculty] have to write something. A lot of the
writings they are just junk. Because one paper can be enlarged to a whole
book, and a book would be more valuable than a paper. So a lot of books,
they are really junk. A lot of students are using the books written by the
teachers because a lot of the books cannot be sold so they sell to the
students. You have to use the textbook.
Student Attitudes Towards English
Thirty years ago, as detailed in Chapter 2, learning English in China was a
carefully circumscribed activity, limited in content and scope. While the number of
students that had some introduction to the language was greater than one might expect
during a period of such social and political turmoil, nevertheless, the number of students
that attained true fluency in English, or who pursued a career in using it, were few. In
one generation that situation had reversed completely.
Along with this reversal in educational policy has come a concomitant, dramatic
change in student attitudes towards learning English. Today there is a vast variety of
employment opportunities for those who know English well. While many of the students
in the FLLD, ostensibly pre-service teachers, were indeed there to become teachers,
more than ever were considering other alternatives. As Mr. Li explained, in his day,
almost all English students would become translators or teachers, but he has witnessed a
progressive evolution of that attitude.
I can say ‘different age, different type of students.’ In 1960 or 1950 so
only a few students learned the English language. So the purpose of
teaching students language is very clear. After graduation the student will
do the translation work or some of the student do the teaching job. But
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nowadays it s quite different. So there are many, many students learning
English language, most of the students in middle school or universities
Most of the students are learning English language. So I’d say English
language has become very popular in China. And so the purpose is quite
different. Though in our university - in Hebei Teachers’ University the
English students are in the foreign language department, so their purpose
of learning English is to become a teacher, but they do not want to do the
teaching job. Maybe they like to go to the foreign trade bureau to do. or
to go to some companies having relationship with the foreign countries and
maybe America or England or some other countries. So this way they feel
they can earn more money. And some of the students without a purpose of
doing the interpretation - maybe they want to go to the countryside to
teach English language in middle school. So they will say, “Oh, that’s
enough I have learned.” So - they did not work very hard. And some of
the student want to get rid of English teaching. They will have a chance to
go to take part in the examination of English examination for the post-
graduates. So the student have three ways. The first go to their district -
will go to where they come to do teaching job. And some of the students
like to go to some companies or foreign trade, let me say to be a
businessman. And the third way, the student will go to make further study
as the post-graduate student. Maybe after graduation or without graduate
they will go abroad to have further study. So this is ambitious students.
So different student has different purpose. So - and there is some of the
student study harder and some students work - does not work hard.
Ms. Huang characterized her students’ attitude toward learning as cerebral and
passive. She saw a dramatic contrast in students from Asia and other parts of the world
when she studied and taught in the United States. She gave weight to the stereotype of
the deliberately restrained Chinese student. Here she explains her view of the difference
in learning style between Asians and other international students that she witnessed when
she taught immigrants in the U S.
When I was teaching the immigrants in the United States I found there is
quite a big difference between the Asians and the other people. In that
class there were Cubans and Iraqis, Kurds, Ukrainians, Vietnamese,
Chinese, Somalis, Thai I think most of the Asians, their learning style is
similar, while the people from the other countries they are very different.
They learn more quickly than the Asians because I don’t speak all their
languages, I taught from the very beginning. A lot of them cannot spell
A,B,C,D. And I started by speaking English all the time and they could
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understand. It’s amazing. But here [in China], that’s absolutely not
possible. And a lot of the other students, they can communicate with body
language. They are so active in class, while the Asians, they do very good
work in writing. They can write very neatly. They can memorize more
new words than the other students. But the other students can
communicate quickly. A lot of the Somalis - a lot ofthem are really
educated. They could not even - they were writing like a children’s
writing, while they can describe how they cook different food, you know
with body language. Also Vietnamese, they don’t talk but they can write
well. Ifyou write it on the board, they copy it. When you test them, they
get better score in test and they are very like the Chinese people.
Teacher and Student Relations
With the change in student attitudes and professional objectives came other
changes that influenced how students learned. The relations between students and
teachers became more formal as university priorities shifted from ideological to
economic. Increased enrollment led to decreased contacts between faculty and students
as teacher to student ratios grew. As most of the faculty described it, there was very
little, if any contact with students outside of lessons. A generation ago such contact was
the norm, when teachers acted as devoted mentors and even in loco parentis. As a
senior faculty member, Mr. Li witnessed the earlier era as a student and both eras as a
teacher. He described the earlier era of relations between teachers and students.
I can say frankly in the 1970’s I liked to teach in the university, I liked to
be a teacher. Before 1970 I was an interpreter working in Beijing and after
I came back to HTU, I was happy to work here, to be a teacher because I
like to work better with the youngsters. I like to make friends with the
young people because the life is lively. And so when - at that time -
maybe in 1970’s, I was always with my students, inside or outside class.
At that time we always went out of the school to go to the middle schools
to have a teaching practice. At that time I was always with my students.
We lived together, ate together, and played together and talked together.
So I made many friends with them.
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Mr. Li naturally compared his own experience as a student, when the teacher and
student relations were characterized by an evident degree ofwarmth and intimacy, with
his experience as a teacher. He valued his student experience and, as an example,
explained how English teachers had corrected homework with him in their homes. He
explained apologetically how teachers now review homework in class due to the number
of students.
I check the homework in class because there are, in each class I have 46.
We still have shortcomings teaching, including myself. And the teacher
gives the students less homework to do than when I was a student in my
college and the university. And my teacher took the student homework
and corrected the student homework personally face to face. So a teacher
will call me to go to his house and sit in his house in the evening and
describe what mistake I made and talk to me, personally, individually. I
think this is good. But today most of the teachers do not do it this way.
Mr. Li contrasted the teachers approach during that time, when he was a student
in the late 50s, and the present. Although the relationship between students and teachers
has developed into a more formal, and perhaps somewhat more impersonal one, he
expressed some feeling of consolation at the thought that there were offsetting
advantages to learning English today, including the technological resources.
I can say most of the English teachers lived inside the school campus. But
here some of the young teachers live outside the university maybe very far
from here, so they cannot coach the students individually and they cannot go
to coach the students in the evening. But when I was studying English
myself, my English teacher often went to the classroom to coach the
students in the evening or in the early morning. So I can say at that time
most ofmy teachers put their hearts into teaching and say they taught
wholeheartedly. So I can say my teachers’ teaching give me a very good
impression. But today we can say there is an advantage of learning English.
Every student has a radio or cassette to help themselves to learn English
At that time - when I was at university - the student has no radio, no
cassette recorder. We only had a radio in the dormitory.
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Foreign Teachers
The role of foreign teachers in the FLLD was multifaceted. On one hand, foreign
teachers played an important symbolic role. Any English program that maintained
foreign teachers was regarded by clients and the public as having a higher degree of
credibility and prestige than any program without. On the other hand, foreign teachers
also were regarded, by administrators, teachers and students, as fulfilling a vital practical
role. Foreign teachers were a linguistic resource for the native English pronunciation,
idioms, and usage that were coveted widely. At HTU the responsibilities of foreign
teachers, therefore, usually included teaching undergraduate degree candidates oral
English. These teaching duties, however, were would be adjusted or expanded to take
advantage of the specific experience or expertise of individual foreign teachers.
The view of the faculty toward foreign teachers was overwhelmingly positive,
despite several examples at HTU of ineffective teachers or those with no background in
English teaching or education. Quite often, the faculty expressed an appreciation of the
informal or “hidden” benefits to the program of having foreign teachers on board. Mr.
Li, for example, despite his traditional training in linguistics, endorsed a communicative
approach to assessment. “The criterion” for knowing whether one had learned English,
he believed, was the extent to which one could communicate with native English
speakers.
Though you have much knowledge about English words, English
sentences, and English articles and you know how to appreciate the articles
but you cannot speak - this is a failure of teaching English or any
language. This is a criterion of learning English and teaching English.
Now I said to my students, “How do you know whether you learned
English or not?” The criterion is whether you can express yourself in
English Whether you can understand the foreign teachers or not. This is
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the criterion of learning English. So this - 1 think this is the first thing If
you can express yourself, ifyou can listen and speak English very well or
everybody can understand you, you can understand everybody of native
speakers and then you can learn how to appreciate an article, how to read
an article, how to use the words.
We have already seen in the International Teacher Training section above that the
faculty who had been exposed to alternative teaching methods regarded class
participation as one of the most significant alternatives available, despite the difficulties
of implementing it in the FLLD. Foreign teachers offered a local opportunity for faculty
to witness such alternatives. Though instances of faculty observing foreign teachers’
lessons were rare, there were some opportunities for such observations. Some faculty
had taken lessons from foreign teachers before they were recruited, during their time as
students in the department. Others had attended the occasional guest lectures offered by
foreign teachers. There were a few instances in which faculty members, out of interest,
curiosity, or a desire for professional development, asked to sit in as guests on lectures
by foreign teachers. Though rare, such opportunities provided a window into alternative
practices for faculty.
The value of such lectures was explained by Ms. Lin. She had always used the
traditional teaching method that she had seen her high school and university teachers use.
When asked if she had ever seen a class taught differently, she cited the example of a
Chinese-American who had once given a lecture as a visiting professor. She considered
it an effective method for some circumstances.
One time our department invited an American scholar. In fact, he came
from our department. Before he went to the United States he was a
teacher in our department. That afternoon he taught us a lesson. I think
that’s very different. And he - firstly he just recited something about the
topic and then he let each of us to say our own opinion. After that he made
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a summary and then the class ended. So I think it was very different from
our traditional teaching method. I think this teaching method has its
advantages such as the students can express their feeling freely and they
can practice their own English and the atmosphere of the class is very
active, so that is advantage. But I think sometimes - we have textbook.We have to teach the students the new contents so we cannot - we should
not only let the student say and the teacher should explain the difficulties
and the new contents to the students. So maybe that is a good way to
teach certain courses, but it’s not a general way to teach all the courses.
Her example is particularly salient in that this “foreign teacher” had once been
among the department’s own faculty. Only owing to his tenure as a teacher abroad had
he attained and later exemplified the alternative strategy that Ms. Lin had found
memorable. It is an indication of the faculty conservatism toward alternatives that Ms.
Lin found this discussion-oriented format to be one that competed rather than
complemented the lecture method of covering the textbook material.
Administration
The administration of the FLLD was characterized by the faculty as laissez faire
in some matters. When observations of their lessons were conducted, for example,
direct feedback seldom followed. Likewise, though student evaluations were completed
at the end of each semester, the teachers were never informed of their contents. Most
faculty came into regular contact with the administration only during the monthly faculty
meetings. There was no interaction at these meetings, which merely involved a series of
announcements by the Dean or Assistant Dean. Faculty routinely described these
meetings as dull.
The administration gave the faculty great latitude to utilize the course materials
and teaching methods of their choice, and this freedom to teach as they pleased was
155
generally appreciated by faculty Ms Zhu had told me she could choose her own
teaching methods. “I think I’m very free because the leader of the department only gives
me the textbook and he didn’t say anything else. So I have a lot of freedom to teach the
textbook.”
Despite the academic freedom the faculty felt they enjoyed, there were a number
of procedural matters in the department that generated great frustration among the
faculty. Ms. Liu explained that a lack of materials and outdated resources were not the
most serious problems with teaching resources. Rather, obtaining access to what the
department did have proved to be too time-consuming and complex. This Byzantine
administration of the department resources prevented many teachers from using them at
all.
We have a receiver in our department to receive information through
satellite. But they don t use it. They can record news programs for
students but they don’t do it. I’m not in a position to ask them to do it.
But I know it’s a good thing for the students and for the teachers to teach.
It’s very helpful. But if I want to do it I have to ask the dean. And maybe
the dean will agree to it or maybe he won’t agree to it. So you are always
finding some troubles - it seems you are always finding troubles. It’s too
complicated. No result. Just like the video programs. I plan to ask them
to use it in class but they don’t want me to. So if you ask for it further
maybe someone will get annoyed or something. So it just remains as it is.
Keep silent. So it just didn’t happen — too complicated.
. . Very few
teachers use that because it seems that you - as a teacher - you are asking
help from the other teachers who are in charge of those things. Maybe you
have to say some kind words so they will let you use it. Well, it’s - 1 just
do what I can do without the materials.
Examinations
Public examinations were invented in China. They have shaped the priorities of
academics for some two thousand years. Though the content and objectives of exams
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have changed dramatically, they remain at center stage in determining the attitudes of
students and teachers. The modernization of teaching has changed that orientation very
little. In some ways so-called reforms have reinforced the traditional preoccupation.
The need to educationally assess such a vast population, for example, has led to
tremendous reliance upon a national examinations system.
Universities also have internal exams. Thus, having passed the public exams to
attain admission to a university, students quickly shift their focus to passing university
exams to graduate. Ms. Huang, who had lived in the United States as a student,
identified the testing system in China as part of the problem in teaching. The curriculum
is designed to prepare students for these exams even if they are not relevant to the
students’ professional training needs.
The English majors they also have to pass a test. It’s done in the fall, Band
Eight. They pass two tests. The tests are the reading and writing. And I
think that that’s why it’s very inefficient. Teaching here is really very
inefficient. You ask anybody - any student who learns English for ten
years, twelve years. That’s why I like some of the American systems. If
there is a test then everyone in China has to take the test. It’s a law for
everybody. No matter whether it’s useful or not.
Ms. Huang felt that teachers were not motivated to change their teaching
methods due first to the exam system and second to the lack of proper training. At least
in part as a result of these constraints, faculty would teach their courses the same way
year after year. Implicit in her point ofview were dual criteria for meaningful reform:
changing the exam system’s overarching influence on the curriculum and providing
teachers with the professional development to respond to the resulting flexibility.
If the teachers were not teaching around tests, they’d have more freedom.
But they need training in teaching, in educational theory and principles. If
the policies are right then teachers will be more motivated to teach the
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student well. I don’t think all the teachers are trying their best. Maybe you
ound that already. If a teacher teaches this class for one year, then he
won’t change. He will stick to it. He wants it to be easy. Nert semester
he will be teaching the same.
Ms. Huang’s cynicism was grounded in the frustration that much of the learning
in the department was superficial, aimed only at obtaining a document or credential,
rather than at personal or professional development. In general, many faculty members
agreed, the rapid development of China in recent years had created a hiring climate in
which credentials were more important than experience. The examination and degree
systems offered selection mechanisms by default for countless institutions and employers
seeking candidates. Ms. Huang felt that the students themselves deserved some of the
blame, as their own preoccupation with tests and exams helped to contribute to the lack
of creativity in the teaching environment.
I know most of the teachers are teaching almost the same way. Teachers
want their students to get a good score [on exams], A good score shows
their good teaching. Our country now is emphasizing skills and qualities
- overall qualities of students, but it’s only on paper where you have to
have writing skills, communication skills. But with the textbook, you
cannot do anything. Students know that. If they talk a lot in class, that is
not on the test paper. They know that too. So they are reluctant to talk.
Mr. Li summed up in this way the situation that changes to the examination
system must precede any meaningful reform in the training of teachers.
So the method of examination decides the method of teaching. If the
university or department or the teacher takes the oral English as the
important one, they will teach oral English in class. Now if the teacher and
the university takes the knowledge of learning teaching as the important
one - as grammar or how to use the words as the important one or the
appreciation an article, they will teach the article grammatically or
scientifically or none is as important as the teaching method So I think the
way of examination can decide the way of learning teaching.
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Conclusion
This chapter has aimed at two objectives in order to reflect something of the
depth and breadth of insights offered by the faculty. While a thorough presentation of
the 18 faculty participants’ perspectives would be impractical, it must be said that each
participant offered unique insights into the process of the modernization of English
language education in China. The first objective was to present the perspective of one
participant in considerable detail in order to reflect both the process and specificity that
resulted from the multiple, phenomenological interview methodology. The second
objective was to offer excerpts from a few of the other participants on ten themes that
recurred throughout the interviews with all of the participants. The excerpts reveal
something of both the general concern among the faculty on several issues as well as the
idiosyncratic manner in which individual faculty members addressed those issues.
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CHAPTER 5
ANALYSIS AND CONCLUSIONS
Data from the faculty interviews has been presented in two formats: a
comprehensive survey of one participant’s perspective and a topical survey of the
contributions of several of the participants. In this chapter, the data will be considered as
a whole. The purpose is to integrate the findings that have thus far been considered only
separately. In doing so, the interrelationship of the many aspects of the participants’
perspectives will be given more weight than any one theme alone. These crosscurrents
offer a more accurate representation of the state of affairs of the department than the
elaboration of any individual theme could.
As a starting point, I will summarize the findings from the previous chapter. The
summary will allow us to view the FLLD ofHTU in light of all the findings, as well as in
light of the historical trajectory and trends of English education in China. I will also
offer a preliminary conclusion as to the cause of the widespread professional frustrations
that existed among the faculty despite increasing prestige and pay.
The analysis, following the summary, will explain the research findings from
several points of convergence most relevant to modernization efforts. Here, instead of
elaborating the recurrent or shared thematic elements of the participants’ individual
perspectives, programmatic areas of synthesis will be the foundation. While such an
analysis gives weight to the nexus of ideas, influences and experiences of the
participants, it also underscores the inherent complexity of their diverging points of view.
Viewed separately, as in the previous chapter, selected themes can be labeled
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conveniently. Considered as a whole, the tensions, inconsistencies, and complexity of
participants reflections are thrown into light.
The analysis of such a problem-laden context lends itself to considerations, by
both faculty and researcher, of alternative programmatic approaches. I will therefore
offer, in the section following the analysis, some brief recommendations for achieving the
goal of aligning the English teacher education program at HTU with the demands of
modem and progressive standards.
Finally, suggestions for further research will be presented. The findings of this
case study, although preliminary, are purposive. They touch upon a number of elements
key to English language teacher education reform in China, an area of great interest to
the Chinese Ministry of Education and many international agencies. A number of ideas
for exploring these issues will be proposed.
Summary of Findings
English teacher education in China is undergoing dramatic change. The faculty
ofHTU, because they are teaching English and teaching future English teachers, witness
change as it occurs and are an integral part of the process. Understanding this process of
change, its obstacles, and the perceptions of these key participants in the change process
were the objectives of this study.
From the perspective of English language faculty at HTU, the process of teaching
English and training future teachers is a web of competing priorities. While there is
general acknowledgement of the need for change, there are widely diverging motivations
to act upon it. There are also apparent obstacles inhibiting reform. One of the principal
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characteristics of the process that is evident from the research and should be mentioned
at the onset is that most of the change in the last several years is more quantitative than
qualitative. Though the former may eventually lead to the latter, so far there is little
evidence of this at HTU.
Obtaining certificates of English-speaking ability, passing English tests, and
demonstrating some competency in basic English are requirements that students and
workers commonly face and needs that the university is increasingly striving to meet.
The numbers ofEnglish students, and correspondingly the number of English teachers,
are rapidly increasing. More books, tapes, and other learning media are available at
more distribution points every year. Still, the teaching and learning styles of today are
not substantively different than those that have been used for twenty, thirty, even forty
years, despite being more appropriate to the linguistic goals of yesteryear than the
present needs for communicative competency. Awareness, however, of the urgent need
for change and the possibilities for greater efficiency, relevance and creativity in English
education is on the rise.
The most significant change in the pedagogy of English instruction and the
training of English teachers, therefore, is an understanding more than a realization of the
need to change. This sources of this realization were diverse, but were in large part due
to the direct and indirect consequences of increasing international economic
development, with its concomitant exchange of goods, ideas and personnel. There was
an almost universal acknowledgement among the participants of the case study of the
need to overhaul English language education in order to respond to these changing
circumstances. There was an equally, almost unanimous sense, however, that English
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teaching faculty lacked the training, support, resources, and motivation to make the
necessary reforms. Because of this dilemma, many of the faculty ofHTU expressed
frustrations about their work.
Some interviewees focused on the bureaucratic problems of initiating change.
These teachers largely considered the ability to change as something out of their hands,
for which they would simply have to wait and respond if administrative dictates
demanded they do so. Others considered the problem more as an issue of the lack of
faculty morale. This group, while allowing that individual faculty members had the
autonomy to make considerable changes to their teaching methods and course design
and content, felt that they had little or no incentive to do so. A third category,
constituting the smallest number of participants, felt content to continue with the English
education program as it is and has been for many years. This group, when discussing
modernizing the English program, acknowledged needs for reform, but advocated
superficial or merely cosmetic changes. Although fewest in number among the three
groups, this latter group tended to be more outspoken in their opinions. Like-minded
university faculty may therefore have influenced the development of stereotypes that
portray teachers as unwilling to change.
There was a constant underlying tension among many of the faculty members that
arose from the competing priorities of their occupation. The tension might be described
as three points of a triangle pulling in different directions away from the center. One
point of the triangle might represent what the teachers can do based on their training,
ability and experience. Many teachers felt that their responsibility was merely to teach as
they were taught and as they knew how. Another point on the triangle represents what
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the teachers mm* do as members of the FLLD faculty, in response to cultural mores, and
due to professional obligations and such demands as student expectations. Here the
urgency and burden of duty sometimes motivated the faculty in a different direction than
what they felt able to achieve. The third point of the triangle represents what teachers
themselves want or aspire to do. This motivation often involved notions ofhow they
could be better teachers, improve their relationship with students, or imitate practices
they had witnessed but never had an opportunity to learn. This motivation again pulled
them in a different direction at times than the other motivations. The faculty felt,
sometimes acutely, pulled in the three different directions that the points of the triangle
represent.
pragmatic motivations affective motivations
Figure 1
. Faculty motivations in conflict
These three opposing directions in which the faculty felt pulled can be
characterized as external, affective and pragmatic motivations. Until there is more
harmony among these diverse and conflicting motivations, many faculty will continue to
feel frustrated or thwarted in their professional development efforts. This tension was
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considered by most faculty as inherent to social endeavor and little hope was expressed
of overcoming or resolving it. Escaping the tension was a recurrent topic of discussion
among the faculty, in both public and private settings. A change of one’s circumstances,
often expressed as a desire to live or study abroad, was the only remedy uniformly
considered to offer relief from the tensions provoked by the competing goals of their
occupation.
Issues of Consequence to Modernization Efforts
Several issues emerged in the course of the study from the interviews and
observations that are asserted in this analysis as the key opportunities for and obstacles
to change in English teacher education. The issues emerged from the perspective of the
FLLD faculty and therefore tend to be related more closely to training, curriculum and
resources more than the institutional or systemic variables that are sometimes the focus
of reform efforts. These are issues where many of the concerns of faculty converged and
that were widely or assertively agreed upon as urgent to English teacher education
Modernizing Teaching Methods
The grammar-translation method of teaching dominated the pedagogical
repertoire of the faculty of the FLLD. Despite the shift in emphasis throughout China to
a more pragmatic, communicative objective of learning English, the traditional method of
teaching was firmly rooted in the linguistic objectives of the past. Teachers repeatedly
attributed this to a singular cause: they taught as they were taught. The heavy emphasis
that was placed on exam preparation further reinforced the sense that the grammar-
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translation method was “efficient.” There was also a generally held value among the
educated participants that complexity is an indication of sophistication, and the linguistic
aspects of the grammar-translation method are more scholarly or academic than the
practical aspects of task-based, communicative methods.
When asked to describe their own teaching, teachers often described themselves
as good or effective”. Asked to elaborate, some explained that their assessment was
based on such criteria as their ability to memorize lessons, imitate their own teachers, or
conform to the expectations of the students. Ms. Ye, for example, said that most
teachers taught in the same way, for fear of “losing face,” and good teaching was a
reflection of the extent to which one could conform. She had had a teacher as an
undergraduate who would introduce the intensive reading lesson with a joke or story.
Though she felt free teach any way that she wanted, she chose this “very good” method,
and still uses it now, years later.
Specifically, the dominant teaching approach of the faculty was lecture,
regardless of the level, content, or objective of the course. The dominant learning style
among students was memorization, followed by the writing or recitation of the
memorized subject content. In several cases, the faculty reported their ability to combine
the skills of the teacher and student by memorizing their lectures. In the early stages of
their careers, lectures would sometimes be repeated verbatim and modified only
gradually in subsequent years. The techniques of lecture and memorization have roots in
ancient Chinese educational practice. Even when open and eager to practicing
alternatives, faculty espoused the place and value of these traditional methods.
Alternatives to the lecture method included substitution drills, small group discussion and
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reporting, and, in the case of one teacher only, language games. From the accounts of
the participants, these alternatives were rarely employed.
The teacher preparation of the faculty strongly favored content knowledge and
theories of pedagogy. For pre-service teachers, the development of expertise in the
linguistic aspects of English was the highest priority. This orientation marginalized, but
did not exclude, the study of English literature, popular writing and language use in
society and culture. The emphasis was also more squarely centered on teaching theory
than teaching skills. The controlling paradigm was that learning English is a process of
learning linguistic skills first, cultural knowledge second, and communicative skills last.
The devotion to theory over practice was characteristic not only of teacher
preparation but of Chinese higher education in general. This “ivory tower” attitude was
particularly predominate among senior and well-educated academics. There are
powerful precedents in recent Chinese history for this bias, despite superficial
appearances to the contrary. For example, it has been reported that Mao Zedong, the
ultimate advocate of proletariat revolution, was seen to have engaged in physical labor
only once, for about fifteen minutes, in more than twenty-five years as supreme leader of
China. To the Chinese, there is no contradiction necessarily inherent in this reverence for
theory and advocacy of practice. It is considered the role of the elite, including
academics, to describe, analyze and hypothesize about practice, not necessarily to
demonstrate it. It is the role of the masses, rather, to execute practice according to the
decree and dictates of the more learned. Thus, this longstanding cultural bias survived
and was ironically perpetuated by even the radical upheavals of the Cultural Revolution.
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Expanding Experience
Faculty of the FLLD acknowledged that they merely lacked the experience to
know what kind of change would be desirable or how to begin to effect it. In particular,
some of those who had never had the opportunity to study or train abroad felt
circumscribed as teachers of a foreign language with no first-hand experience of using
that language in context. Those who had studied abroad attained a certain clout that
translated mto better teaching assignments and more private tutoring opportunities
Faculty members’ lack of international experience was not the only limitation in
their perspective. Faculty asserted other limitations of experience in trying to live up to
the demands of their profession. Only one of the faculty members that was interviewed
had had any practical experience in teaching high school, although most had a direct role
in preparing students to become high school teachers. This lack of practical experience
among faculty is a consequence of the Chinese practice of recruiting teachers directly
from graduate study to teach at normal universities and colleges. The emphasis in
Chinese higher education is on obtaining quality recruits better versed in the scholarly
knowledge of theory than in the practical needs of the profession. The emphases within
the curriculum naturally reflected the experiences, or inexperience, ofthe teachers. A
focus on textbook content and linguistic theory to the exclusion of the more practical
and mundane matters of teaching should not be unexpected given this approach to
recruitment. In American education, a parallel can be made to the phenomenon of hiring
law school professors from the top ofgraduating classes of law students. Thus
professors of law often have no practical legal experience, a shortcoming that law
schools have only recently begun to address.
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Other forces of change worked in a different direction, encouraging faculty to
consider alternative teaching practices. The changing face of China, largely a result of
economic reforms, was the singular most often cited source of a broader perspective
among the faculty. Economic development did offer Chinese students, and consequently
faculty, incentives to understand better many aspects of international relations, thus
making students more receptive to learning about other cultures and languages
Employment opportunities that required some degree of English skill were steadily on
the rise. As a consequence of these rapid changes in the socio-economic climate,
however, a number of faculty felt a sense of increased isolation, believing that a world of
new opportunities was close by but still out of reach to them.
Still, faculty asserted that they maintained a considerable degree of independence.
They suggested that should faculty experience broaden so too might the curriculum.
Some claimed that they could reshape their classes and the training of students with little
administrative interference should they choose to do so. As long as they used texts they
were told to use, how they taught and other content they might add would be largely left
to them. If the positive forces of China’s opening could reach them, positive changes to
the curriculum would be inevitable.
Thus faculty, surrounded by a society of expanding horizons and growing
opportunities, were eager to take part. Though their opportunities had increased in
some respects, such as the availability of diverse course material, some opportunities had
in fact become fewer. For example, as universities learned that many of their faculty sent
abroad for professional development would never return, the number of such
opportunities began to decline.
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Merit Teaching and Model Teachers
Faculty reported that the singular greatest influence in their choices to become
English teachers were their own English teachers. While teachers provide an inspiration
to would-be teachers all over the world, the extent of their influence in this study was
remarkably consistent and profound. Teachers who had inspired participants to join the
profession, and other English teachers they had had throughout their schooling, became
models of teaching practice in a pattern so predictable that is difficult to exaggerate
Though the degree and kind of teacher training varied among the faculty, according to
their age, place of training and international experience, or lack of it, one and all reported
that their own teachers were the ones they looked to for guidance in dealing with
teaching methods, problems and even attitudes towards students, coworkers and leaders.
It was often vital, emotional personal experiences as students or in-service
teachers that later translated into personal ideas and teaching methods for the faculty.
These experiences were directly influential and cited repeatedly as instrumental in forging
professional identity. Theories of practice, though often well known, had little resonance
and practical effect on the teachers’ practice.
Such a phenomenon as this indirect training from experience might be seized
upon as an instrument for the more formal training of future generations of teachers.
Teachers who embody modem approaches to English education are models, preparing
by example future teachers who may not yet think of themselves as teachers at all. As it
is, faculty members lacked models for alternative teaching, management and training
skills.
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Although a dramatic opening up of Chinese society has occurred in recent years,
the influences of this change will take many years to filter through China’s tightly knit
bureaucratic administrative structures. As a result, the opportunities that do exist for
faculty members to explore alternative teaching strategies, including international
training, cooperation with foreign teachers, and attendance at international conferences
and symposia, remain out of reach for most faculty. When these opportunities do arise,
the potential for dispersing the influence broadly throughout the faculty seldom exists. A
professional culture of collegial sharing is hindered by fears ofjealousy that confront
faculty who might be in a position to train their colleagues. Faculty remarked that, due
in part to the traditionally high status of teachers in China, efforts to teach or train one’s
colleagues would inevitably be considered presumptuous, even arrogant.
A notable exception to the general professional isolation that existed among
faculty includes lectures by visiting scholars, which occurred infrequently but regularly
once or twice a year. There was also some circulation ofmodem teaching practice
theories available from journals and periodicals to which the faculty had access in the
teaching library on campus. Finally, though yet quite limited, a handful of faculty
expressed interest in individual professional development through online internet study
and research.
The tendency of the FLLD to recruit its faculty exclusively from among their
own graduates has also led, over many years, to a uniformity among faculty with regard
to their cultural and educational background. The similarity of teachers’ background
leads to an indirect mechanism within the FLLD reinforcing present teaching and
practice, something that hiring teachers from a broader base would help to counter. The
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Dean acknowledged a need to recruit from a more diverse pool than merely HTU
graduates if a real diversity of teaching methods is expected to take hold. Recruiting
quality faculty to Shijiazhuang, however, had proved to be a challenge, as the university
had few incentives to offer incoming faculty.
Lack of Motivation
An attitude current among some of the faculty participants was that there was
little motivation for them to modernize admittedly outdated teaching materials and
methods. While the exact causes of the lack of motivation might have been something
different for each participant, it was nonetheless a factor cited by many. Some did not
embrace the small steps made by officials to introduce such change as expanding the
variety of student intake. Like their counterparts in the United States, Chinese teachers
regarded some talk of “change” suspiciously, especially when advocated by
administrators, considering it a code-word for “more work” and skeptical of its potential
impact. Other faculty described the lack of motivation in more personal terms, even
contrary to the previous group. These teachers said that there was not enough support,
including guidance and encouragement, for change initiated by individuals. Here again,
conceptual conflict occurred as faculty advocated some kinds of reform but distrusted
efforts to implement others. The lines drawn between the two were seldom clear.
The lack of motivation, which manifested as a passivity in individual and
organizational reform efforts, had other causes as well. There was considerable
influence from cultural and historical antecedents. The personal, historical experiences
of many of the faculty overshadowed their analysis of the demands of modernization.
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Having been educated during the years ofthe Cultural Revolution or soon after, in its
wake, change was not seldom characterized as something potentially threatening or
destructive The familiar offered a sense of security from more turbulent times. Among
the faculty that were open to change, the bias for the familiar sometimes showed as
reform was always discussed as a abstract, theoretical prospect than a practical necessity.
Another cultural feature that inhibited enthusiasm for reform was the
predisposition to see oneself merely as an agent of the FLLD, dispersing knowledge
through the medium of the textbooks as chosen and required by the department. In fact,
textbooks and curriculum were thought of by the faculty as one and the same thing. This
predisposition allowed little room for pedagogical latitude and experimentation. Lacking
administrative permission, which they expected to be explicit for any curricular reform,
faculty members who had contemplated alternatives as a result of exposure to training,
foreign teachers, or alternative theory expressed reluctance to attempt personal change
for fear of alienating students and colleagues.
The experience of those few who had attempted tentative experimentation with
alternative teaching methods, such as peer instruction, project assignments and
cooperative learning, was mixed. The response of the students to these alternative
methods of instruction was occasionally to resist and, in one case, to defy their professor
outright, refusing to participate in a project assignment that involved reading outside the
set curriculum. The resistance in this case, however, stemmed from the faculty
member’s unpopularity among students, a bias that was handed down from classes from
year to year, making it a considerable obstacle to overcome. Her attempt at reform was
an effort to overcome this bias, though it unfortunately had the opposite effect of
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reinforcing her unpopularity. It was clear why she was reluctant to try again any
teaching method other than those which met with the students’ expectations
Burdens of Bureaucracy
The faculty perceived real limits to what could be done by them independent of a
specific administrative decree, let alone general support. Though many of the limitations
among faculty were likely to be more self-imposed than genuine administrative
constraints, as some faculty acknowledged, such perceptions once again had real
behavioral consequences. Administrators’ vocal support for creativity were countered
by regular comments by them about the “difficulty” of change and how it takes a “long
time to change. These latter comments were regarded by many faculty as tacit
discouragement to try anything new without approval.
As this example illustrates, the bureaucratic responsibility in hindering
modernization was more passive than active. Resources were available chiefly for the
extension ofnew courses to adult learners in continuing education or professional
programs. While faculty were urged to take on greater teaching hours to support these
programs, little or no training opportunities were offered to support professional
development. While high level, national support had been offered in speeches for
educational reform and the introduction of modem, creative alternatives to traditional
practice, administration officials were preoccupied with the burden of merely expanding
enrollment and the necessary practical resources that accompanied that growth.
In one example of administrative reluctance to offer professional development
when the opportunity was apparent, feedback forms that were completed by students at
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the end of every course were kept confidential from the faculty. There was no evidence
that the information collected was used for anything other than routine monitoring by the
leadership. Promotions, course assignments, teaching load, and skills development were
unaffected by student feedback. Thus faculty were not given access to existing data that,
properly used, could prove to be valuable for professional development.
Foreign Influences
According to faculty, foreign curriculum source material, teacher training
programs and foreign teachers were underutilized resources in the English education
program at HTU. There was an over reliance on textbooks, for example, that were
written by local professors. Possible economic incentives were cited, though another
explanation is possible. During the many years that China was closed to Western
influences, use of any foreign materials was prohibited, even in foreign language learning.
This policy was so rigorous and continued for so long that it developed momentum
within the institutional culture that had yet to change.
The foreign teachers were overtly regarded by some university officials as a
means to increase institutional prestige than as an integral part of English student and
teacher development. Thus foreign teachers were regularly invited to attend official
banquets and to pose for media photo opportunities. Several faculty members believed
that foreign teachers should also, or instead, have a more conspicuous and well defined
role in teaching senior level courses, demonstrating alternative teaching styles, and
interacting informally with both students and teachers to enhance practice opportunities.
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Such suggestions, of course, depend on the availability of foreign teachers with the
experience to undertake an expanded role.
International education or training opportunities were out of reach for most
teachers as such opportunities were rare and highly competitive. The cost of other
programs or international degrees was almost universally prohibitive. Still, faculty
believed more could be done to bring international perspectives to the FLLD by locally
sponsoring training offered by international educational organizations.
The extent of foreign influence in the teaching and curriculum of the English
education program is representative of a long history of complex interactions. China’s
relationship with the West has often been handicapped by mutual suspicion, as detailed in
Chapter Two of this study. The challenge of borrowing heavily from the West and yet
maintaining the pride and face that have long been integral to Chinese national tradition
echoes the challenge of the historical problem faced by the “self-strengtheners.” The
balance sought by most educators, and those in many other fields of endeavor, is to
maintain Chinese integrity while adopting foreign practice. Despite the handicap of
occasional distrust, the relationship is one with obvious material and intellectual
potential, in English education in particular. The history of English in China captures
both sides of the dilemma. English embodies, on one hand, a culture that has been the
source of great suspicion and, on the other hand, the promise ofeconomic and
technological potential that have been the object of fervent longing. With the prestige
and power that have accompanied its recent development, China is increasingly allowing
its longing to motivate its organizational practices more than its suspicion, and the
change may eventually evidence itself in more practical ways.
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Program Recommendations
The research findings indicate that many HTU English education faculty are
reform-conscious. They reflect on the problems and needs of the department’s
curriculum, methodology, administration and resources. Some suggest alternative
approaches. Others identify and articulate the challenges but have less confidence about
proposing comprehensive solutions; nevertheless, specific suggestions are sprinkled
throughout the senes of interviews The recommendations that follow are the syntheses
of a number of these issues that the faculty consider most relevant to reform needs.
Most ofthem are expanded from the above analysis of central issues. My own
perspective as a visiting member of the faculty, combined with experience in English
education in the United States, has also shaped these recommendations. The common
theme throughout this section will be on reforms that are practicable at the department
level, independent of the need for comprehensive change in national or provincial higher
education. These issues may be considered as points of leverage for reform efforts.
Enhance Teaching Practice
Initial professional training for teachers in China is theoretical. Pre-service
teachers are expected to develop a mastery of the canon, the body of linguistic and
literary knowledge that will serve them throughout their career. In terms of the
professional practice of teaching, most hands-on training is left to the schools to which
teachers are first assigned. While there is need and merit in considering the training
needs of teachers during their first teaching assignment, this should be an enhancement,
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not a substitute, for pre-service training Thus teachers’ universities should undertake
the added responsibility to develop more comprehensive pre-service training programs.
To be practicable, the teaching practice element oftraining should be much more closely
coordinated between universities and schools, giving pre-service teachers a more
substantive professional preparation opportunity. Developing relationships with schools
linked to the university or, where they exist already, transforming them into relationships
that fully utilize their professional potential would go a long way toward meeting this
goal.
Broaden Faculty Experience
Meeting the training needs for university faculty should also be undertaken.
Faculty must be exposed to a broader range of experience, including teaching in high
schools, training in different regions of China and participating in international
educational conferences and training opportunities. There is a tremendous gap between
the resources and capacities of urban and rural schools. The health care industry has
succeeded in systematically providing health care professionals to rural areas as an
integral part of professional training and service. University education programs could
follow suit.
Systematize Feedback Protocols
Clear and continuous feedback is a prerequisite for systematic professional
development. In the current department system of the teachers’ university, faculty
continue for years with little or none, from either administration, colleagues or students.
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The lack of formal feedback leads to an over reliance on informal and casual feedback
sources, which very often include subjective distortions, even tumors and gossip. While
some provision for offering feedback about classes and teachers does exist for students,
the information is never passed on, in any form, to faculty Instead, protocols should be
established whereby faculty can learn to better understand the quality of their services,
with professional and practical suggestions for improvements offered. An important
element of an effective feedback strategy that is particularly relevant to the Chinese
cultural context is the need to protect the face of the faculty members One approach
would be to provide positive reinforcement or encouragement regarding the strengths of
each teacher along with any suggestions for improvement. Faculty members indicated
that they would welcome, indeed many were eager for, more formal assessment criteria
or in-service professional development opportunities that included substantive feedback
Mr. Wu suggested that the fear of causing teachers to lose face was exaggerated and
should guide but not determine feedback and appraisal strategies.
Implement Modem Teaching Methods
Teachers were cognizant that the curriculum and the teaching methods of the
department had their origins in a time when the English education needs of the society
were dramatically different. To be practical and relevant, the present methodological
repertoire of Chinese English language teachers must include task-based skills and
communicative competencies. Few teachers had any training or experience themselves in
employing such methods, let alone in how to pass them on to students. Most of the
participants were receptive to learning more modem teaching methods, whether through
179
study abroad, conferences, lectures, lesson observations or professional journals, with
the proviso that any training be practical and relevant to the teaching context in the
FLLD The access to these opportunities was limited. When they were available, they
again were dominated by theory Professional guidance that would assist teachers in the
practice and refinement of the new teaching approaches was unavailable except to those
who had studied abroad. The need is to develop systematic procedure for the
introduction ofmodem teaching methods locally, including task-based instruction,
participatory learning, cooperative learning, communicative skills enhancement, peer
instruction and assistance, and the increased integration of instructional technologies,
among others.
Utilize Foreign Teaching Resonrr.ec
The FLLD maintains on ongoing commitment to contract two full-time foreign
language experts to teach English at the university each year. In consultation with these
foreign experts and the FLLD administration, the Foreign Affairs Department can opt for
the renewal of the contract on a year by year basis. The current practice of the
department is to assign the foreign teachers to teach Oral English to undergraduate
sophomores. In some cases visiting faculty are asked to teach one or two graduate
courses as well.
The present use of foreign teaching staffgives students welcome exposure to
British and American pronunciation, culture and teaching styles. Still this resource could
be used much more effectively as an element of both pre-service teacher training and
faculty professional development. While some such training does occur, it is more often
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by default than design. One approach would be to invite qualified foreign teachers to
conduct lesson observations, to become familiar with local teaching practices, then give
demonstration lessons of their own to faculty. A discussion of the comparisons and
contrasts of local and Western teaching approaches, if conducted in an organized and
systematic manner, would be one mechanism for professional development
Utilize Tradition
A perennial concern among Chinese in many fields is that in the rush to adopt so-
called modem practices in various public arenas, much of the intrinsic value of China’s
cultural heritage will be lost. Because of the technological superiority of many Western
nations, modernization” is too often thought of as synonymous with “Westernization ”
The error of this approach has the potential to alienate many Chinese today, as it has in
the past, who may feel both proud and defensive of China’s historical place in the world
community of nations. An alternative approach relevant to the FLLD is to consider
modernization as any institutional, structural or administrative changes to the department
that help it to meet the concomitant changing needs of society, as well as preparing it for
anticipated future needs. An essential ingredient of such modernization efforts is to tap
into the rich store of Chinese educational antecedents that are still relevant today.
Among these are China s traditional respect for the teaching profession, considered one
of the highest callings in society. Such a social value leads to the acquisition of higher
caliber teachers, who, in turn, can demand and expect students to perform at their
highest capacity. Another traditional Chinese characteristic of education that is as
relevant today as in the past is a comprehensive concept of education, which includes
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valuing both active personal enrichment and community service. This traditional view
does not preclude professional preparation but broadens the conceptual foundations to
include personal, social and professional needs. This hoUstic approach is more urgent in
an age of modernity and should supercede the narrow idea of education as merely
preparation for work. Communicative English Education with Chinese Characteristics
would exploit the best ofboth the modern and traditional worlds that are now resources
for Chinese educators.
Suggestions for Farther Research
The research results presented here are local, specific to the context of the FLLD
department of one university in Hebei Province. It is both the advantage and limitation
of such a case study to offer evidence that pertains to so specific a set of circumstances.
There is strong indication from the literature, observations and anecdotal reports,
however, that such perspectives as those at HTU are not unique to that context.
Expanding the evidence to encompass a broader profile of teacher universities through
other case studies would allow greater confidence in developing a strategic approach to
initiating appropriate alternatives.
Some quantitative data on specific aspects of the case study would likely yield
insights to comparative studies of programs and English education departments.
Specifically, questionnaires that solicit perspective from administrators, faculty and
students about potential reform initiatives would be instructive. Students’ perspectives
with regard to learning English and their own teacher training are important enough to
merit case studies of their perspectives. Instructional technology is a promising new
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avenue for teacher training that is gaining ground in China and should be studied as a
potential reform mechanism
Because the influence of international experience was so thorough and concrete,
specific studies of that influence on returning Chinese English teachers should be made.
The practicality and viability of introducing specific alternative teaching methods in the
English education departments of teachers’ university should be discovered by a study of
international training programs in China. On the other hand, as indicated in the
recommendations, practical ways to utilize Chinese traditional educational practices that
are still essential should be examined carefully.
The process of change in the English education program at Hebei Teachers’
University is met with a number of historical, social and cultural obstacles. At the same
time, there is an increasing cognizance of the need for reforms. Whether the program
will emerge to meet the communicative needs ofmodem Chinese English teachers and
speakers will depend on many of the variables discussed by faculty in this research. In its
role of preparing future English teachers for service, HTU, like other teachers’
universities in China, is positioned to have a catalytic effect on the progress and
development ofEnglish teacher education. As stated by the World Bank in their report
on Chinese education in the 21 st century, if teachers’ universities fail to seize the present
opportunity for change, they may do more than slow positive reform, they might
obstruct it outright (World Bank, p. 11 ). The prospects of progress in English education
in China are thus uncertain, and alternately promising or bleak, depending on the vantage
point from which possibilities are considered. The teaching faculty embody both points
of view.
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appendix a
TEACHER EDUCATION IN CHINA
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A_Survey of Teacher Education in Thins
Teacher education is an important part of Chinese socialist education system. In the las,50 years ofdevelopment since the founding of the People's Republic of China the
governments at different levels have given priorities and great cares to teacher
education. China has established on the whole a teacher education system that meets the
needs of basic education of different types and at different levels. This system fits the
specific Chinese situation and consists of independent teacher training institutions as the
principle parts supplemented by other educational organizations
Teacher education in China is composed by two parts that is pre-service education and
in-service training. Four-year teacher training institutions, including normal universities
and colleges, three-year teacher training colleges and secondary teacher training schools
primarily conduct pre-service education. They train respectively teachers for senior andjunior secondary schools and primary schools, kindergartens and special education
institutions. In-service training is conducted respectively by education institutes and in
service teacher training schools for teachers of secondary and primary school
(kindergartens).
In addition, education departments in regular higher education institutions and all kinds
of teacher training classes including TV programs were also set up to train secondary
school teachers. At the same time, in-service training programs for teachers at
secondary and primary schools are provided through correspondence education
programs, evening schools, satellite TV education, and examinations for self-directed
learners.
Table 5. Basic Statistics of Specialized Teacher Training Schools in 1998
Schools Enrollments Freshmen Graduates Teachers
Normal universities
and colleges
229 693,600 251,100 196,800 76,600
Secondary teacher
training schools
875 921,100 319,300 3,058,000 6,340
Educational
institutes
190 212,000 82,200 66,200 18,700
In-service teacher
training schools
2,087 371,000 121,600 168,200 46,300
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Remarkable Results of Reform and Development Of Teacher
The rejuvenation of a nation depends upon education and the development of education
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The Communi st Party and the governments always pay greattentions to teacher education and have it on top of their agenda The Fourth National
2 "t
re,'Ce
°1 C eT Education was held in 1980 The targets and tasks of teacher
education in the new era were defined at the meeting after summing up thirty years'
experience IrI 1985, the Decision of the Central Committee of the CommunistParty ofChina on the Reform of Educational System pointed out that the development of teacher
education and training for in service teachers should be regarded as strategic measures
in developing education Teacher education had been promoted to a much higher statusthan ever. The National Meeting on Secondary and Primary School Teachers was held
in the same year at which the targets, policies and procedures for building the
contingency of teachers for basic education and a set of policies for anther development
of teacher education were confirmed in accordance with the above-mentioned decision.
he Outline for Reform and Development of Education in China issued in 1993
emphasized in a clearer term that "governments at all levels should increase their
financial input to improve teacher education. "The 5th National Meeting of Teacher
Education held in 1996 pointed out," teacher education should be regarded as the
strategic priority for the development of education. Governments are responsible for a
better teacher education system. Governments at all levels should take teacher education
as a great undertaking for centuries to come that is beneficial for society and future
generations. The strategic status of teacher education and the necessity and importance
for its development were further strengthened.
Since the policy of reform and opening-up to the outside world was adopted, teacher
education in China has entered into a new stage for development with the efforts made
by all teachers in the country. It has been achieved with the leadership and attention
given by the governments at all levels and educational administration departments
Teacher education continues to follow the socialist orientation and serves for basic
education. As the competence of schools and reform are gradually improved, great
development and remarkable achievements have been made in teacher education. It has
been on the priority list of the governments at all levels to increase their input so as to
speed up the standardization of teaching conditions. The management of schools is
becoming more standardized and scientific. The quality of teaching and the academic
competence of the faculty members in the teacher training institutions are
comprehensively improved through deepening reform. Plenty of achievements in
scientific research especially in educational research are accomplished. The scopes of
international exchanges and cooperation are broadened. Multilateral and bilateral
international cooperation are strengthened
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Pre-service Training ofPrimary and Secondarv School Teacher*
General Higher Teacher Education
General higher teacher education in China aims mainly at the training of secondary
school teachers. In 1998, there were 229 general higher education institutions in China
with an enrollment of 690,000. Normal universities, teacher-training institutes and
teacher training colleges enroll graduates from senior secondary schools. Four-year
programs are offered for training senior secondary school teachers,2-year or 3 year
programs are mainly to train teachers for junior secondary schools. The specialties are
as followsF Pedagogy, Pre-school Education, Special Education, Psychology,
Educational Technology, Chinese Language and Literature, Languages and Literature
of Minority Nationalities, Ideological and Political Education, History, English, Russian,
Japanese, Mathematics and applied Mathematics, Computer Science, Physics,
Chemistry, Biology, Geography, Music, Fine Arts and Physical Education. Besides,
postgraduate programs are offered in general higher teacher education institutions. At
the same time, general higher teacher education institutions are playing active parts in
providing in-service training for secondary school teachers.
Regular Secondarv Teacher Education
Regular secondary teacher education aims mainly at training teachers for primary
schools, kindergartens and special education. In 1998, there were 875 regular secondary
colleges of teacher training in China with 920, 000 enrollments. Out of these 875
colleges, there were 811 regular secondary teacher training schools, 61 for pre-school
education and 3 for special education.
—The main taskfor regular secondary teacher education is to prepare teachersfor
primary school education. They enroll graduates from junior secondary schools, and
offer either 3-year programs or 4-year programs. The courses are made up of 4 parts
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probation and experimental teaching. The extracurricular activities are conducted bymeans of lectures, organizing special interest groups and conducting social surveys toeducate students in disciplines, science and technology, arts and sports.
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-The mam task ofsecondarypre-school teacher training schools is to educate
kindergarten teachers. In 1998, there were 61 secondary pre-school teacher training
schools in China with 58,000 enrollments. In addition, such programs are offered in
some regular secondary teacher training colleges and vocational senior secondary
schools. Secondary pre-school teacher training schools enroll graduates from junior
secondary schools, offering 3-year or 4-year programs. The curriculums consist of 4
parts £ compulsory courses, optional courses, teaching practice and extracurricular
activities. Compulsory courses include: Ideological and Political Education, Chinese
Mathematics, Chemistry, Physics, Biology, Geography, History, Basic Audio visual
ducation, Health Protection for Kindergarten Children, preschool Psychology, Survey
of Preschool Education, Design and Instructions of Preschool Educational Activities,
Music, Fine Arts, Dancing, Physical Education and Laboring Skills. Geared to the
requirements of local kindergartens, optional courses are designed to broaden the
students, knowledge and develop their interests and special skills. Teaching practice
includes visits to local kindergartens, on-the-spot observation of kindergarten children's
mental and physical growth, teaching probation and student teaching themselves, and
services for kindergartens. Extracurricular activities are intended to promote teaching in
science and technology as well as in arts and sports through lectures, get-togethers and
social surveys.
-The main task ofsecondary special teacher- training schools is to educate special
education teachersforprimary schools
.
In 1998,there were 33 secondary special
education teacher-training institutions in China, 3 out of which were fully devoted to
special education institutions.
Secondary teacher training institutes for special education offer three specialties:
education for the deaf, for the blind and for the mentally retarded. Normally, they enroll
graduates from junior secondary schools and the schooling lasts either 4 years or 3 years.
The courses are made up of 4 parts that are compulsory courses, optional courses,
teaching practice and extracurricular activities The compulsory courses are classified
into two categories: public and specialized compulsory courses. The public ones
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subjects that are helpfUl to broaden and deepen students' knowledge, to develop their*interests and special skills, and vocational and technical subjects to meet the demands of
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pecial educ ion teachers to organize activities, educational surveys and student
eaching themselves. Extracurricular activities provide education in science and
technology, arts and sports through lectures, get-togethers and social surveys and
through organizing students to coach voluntarily in special schools and local'
educational organizations.
In addition, optional courses of special education are offered in regular secondary
schools of teacher training so as to enable their graduates to meet the future challenges
ot having handicapped children to study in the main stream.
Teacher Education for Ethnic Minorities
China is a unified multi-ethnic nation with 56 ethnic minority groups. The population of
these minorities is 108 million accounting for 8.98% of the total. Education of minority
ethnic, groups constitutes an important part in the national education undertaking. The
country encourages the expansion of teacher education for minorities to promote the
development of education in the regions where minority peoples reside. A group of
higher teacher training institutions and colleges and secondary teacher training schools
are responsible for teaching and training minority teachers. Teacher Training Center in
the Northwest and English Teacher Training Center in the Southwest are established in
the regions where the minority people concentrate. Parts of the nation's institutions and
comprehensive universities also offer programs for training minority education teachers.
The reform of minority teacher education is undergoing continuously and it is on the
way to train versatile teachers with practical skills.
Status of Primary and Secondary School Teacher Training
In-service training of teachers in primary and secondary schools can be divided into
degree and non-degree education. Degree education includes not only the make-up
education for in-service teachers without qualified certificates but also the upgrading
education for in service teachers with qualified certificates.
The non-degree education for in-service teachers is the main parts of continuing
education, which has been the key of secondary and primary teacher training. The State
Education Commission during the 1991-1995 five year-plan period issued Suggestions
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batl0n Penod and Suggestions on Training Basic Skills ofPrimarySchool Teachers, Continuing education is firstly developed among the primary schooV
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trTm8 ^.ma,nl >' on strengthening political thoughts, ethics, educationaltheories and teaching abilities for those in-service teachers to obtain teachers’
certificates. In-service teacher training institutes and departments in the secondary
teacher training schools are the important bases for continuing education for primary
school teachers Continuing education ofprimary school teachers can be divided intotwo parts, probation period training ofnew teachers and post training of existing
teachers. The thoughts of contribution to education, ardent love for education and
students, familiarization with education regulations and teaching outlines, common
rules on textbooks and teaching and good professional ethics are formed through
probation training. Post training is conducted separately according to the present job
responsibility, qualifications and parts of post requirements at a higher level. It helps
teachers accomplish their tasks and create conditions for promotion. Since the quantity
and quality ofbackbone teachers is the foundation ofteaching quality and representing
overall teaching levels, the training of these teachers, especially those who are leading
specialists should be emphasized. The continuing education for primary school teachers
was speeded up after the Fifth National Meeting of Teacher Education held in 1996. At
present, 51 regions in 23 provinces have organized the experimental continuing
education programs. Suggestions on Strengthening Regional Experiment on Continuing
Education for Secondary and Primary School Teachers were promulgated in 1997 by
the former State Education Commission. The targets, contents, administration,
responsibilities of levels of administrative departments and roles played by levels of
teacher training institutions, science and research institutes and audio-visual programs
were stipulated in it. The Teacher Education Department of the State Education
Commission issued a series of guiding documents including the Guidelines on Course
Development for Continuing Education of Secondary and Primary School Teachers,
hereinafter refer to Guideline in 1997. It is a reference for curriculum development. The
Guideline is divided into two parts-primary school and secondary school, and each part
is consisted of two categories-public compulsory and optional courses and specialized
compulsory and optional courses. Altogether, there are 808 courses covering 8 major
branches. They are ideological and political education and professional ethics,
education theoretical research, modem educational technology, teaching outline and
textbook analysis, training of pedagogical skills, discussion on disciplined education
theory, specialized research on education and teaching, and renew and expansion of
knowledge. The methods used for compilation of continuing education textbooks for
secondary and primary school teachers are a combination of national edition and
regional editions with the latter as the main part. The Ministry of Education organized
national compilation of some textbooks for public compulsory courses such as Survey
of Deng Xiaoping's Theory, Professional Ethics of Secondary and Primary School
Teachers, Basic Methodology, Modem Education Technology To improve the
professional ethics of primary and secondary teachers is the key part of continuing
education. In 1997, the Teacher Education Department of the State Education
Commission promulgated Suggestions on Strengthening Professional Ethics Education
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contents, measures, examination and verification system andengthening the administration and leadership. It emphasized on that new conceptsand ideas should be adopted in research. The contents and forms of professional ethicsucation should be stipulated scientifically. New contents should be added with thedevelopment of the society.
The Ministry of Education will issue soon Regulations on Continuing Education for
svTtem 7wilfdefi
ma
^
TeaCherS “ °rder t0 Set Up the continuinS educationys em. It will define the contents, categories, organization administration,
infrastructure standards, examination and verification, awards and penalties of
continuing teacher education.
In 1999, the State Council forwarded the Action Plan for Rejuvenating Education to
Face 21st Century drafted by the Ministry ofEducation. There were two major
objectives in the "Trans-Centuiy Teachers Training Project" in the plan. One was to
complete the continuing education and training of present principles and specialized
imnnn f f^ondary and Pnmary sch°ols in 3 years. The other was to select and train100,000 backbone teachers of vocational secondary schools and primary schools in 2
years, ofwhich 10,000 will be trained through programs directly organized by the
Ministry of Education. Ministry of Education is in the process of implementation now.
International Exchanges
From 1982 to 2000, China has been cooperating with UNICEF for five phases in the
field of teacher education. They are: teacher training project for primary schools in
minority regions from 1982 to 1984, in-service teacher training project of primary
schools, pre-school education and special education from 1985 to 1989, in-service
teacher training project of primary schools from 1990 to 1993, primary school teacher
training project during the transitional period from 1994 to 1995, and primary education
project in poor areas from 1996 to 2000. In 1993, China started cooperative projects
with UNDP of basic teacher education. From 1990 to 1994, China set up a cooperative
project of in-service teacher education of secondary school with World Bank and
another one for teacher education and development from 1993 to 1998. What is more,
there has been an increase in teacher education exchanges between China and many
other countries and regions in the world by exchanging delegations, study tours,
teachers and scholars, establishing school linkage projects, and conducting research
activities on education. Teachers and staff of teacher education have been invited for
many times to participate in international symposiums and seminars. Mutual
understanding and friendship have been strengthened through these exchanges which
are quite beneficial to the development of teacher education in China.
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Prospects
The immediate targets of teacher education in China are: to form step bv steD a modemand new education system with life-long learning concepts and Chinese characters fo^secondary and primary school teachers, to aim affostering neww of,eac“ho Lecreative and with practical skills to fit the needs for the 21st cent! to eTaMsh a
ZpSe “°n SySt6m f°r 'raining °f a" S,aff S° 35 ,0 “PS"* professional
The measures for further reform and development are:
L Thef0§raphlCal reallocation and structural adjustment shall be steadily carried outong the existing teacher education institutions for upgrading teacher education.
The target of structural adjustment is to develop teacher education from urban to
countryside, to forward it from coastal areas to inner-land and to transform it from threelevels to two levels. The secondary and primary school teachers shall have been
awarded certificates of three-year college or bachelor's degree by the end of the centuryin the regions where condition permits.
The principles and policies guiding such adjustment are that teacher education shallhave priorities and meet actively the requirements for the development of basic
education. From now on until early next century, teacher education shall adhere to its
internal improvement and implement strategic reorganizations of teaching resources
1 he size of teacher education at tertiary level shall be actively expanded and that of the
secondary teacher education be cut down steadily. It is encouraged to boost the merger
of in-service teacher training institutes with local teacher training colleges to increase
the teaching quality and cost-effectiveness.
2. To carry out thoroughly educational reforms at all levels of teacher training
institutions and colleges so as to enable them to face the 21st century with improved
training quality for new teachers. The goal of this reform in teaching is to upgrade
teachers' professional competence by redesigning training models, contents and
measures. Teacher training institutions and colleges at all levels shall work hard within
3 to 5 years to achieve the following goals £° searching for some effective, typical and
exemplary models for training new teachers£» publishing some creative textbooks,
electronic teaching materials, multi-media teaching software and on-line textbooks with
break-through in contents and format£» establishing different styles of teaching models
which are helpful for creative thoughts and ability developments enabling all the
enrollments to have access to computers-the base of modern education technology £»
improving in-service training system to upgrade the professional quality and to meet the
needs for life-long learning and knowledge updating.
3. To greatly promote the " Continuing Education Project for Secondary and Primary
School Teachers" so as to improve their qualities. The overall targets are to formulate
regulations and policies for continuing education of secondary and primary school
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teachers, to establish a network for continuing education of secondary and primarvschool teacher with full use of means ofmodem information techn^togy and all Irinds ofducational resources to strengthen the training capacity of continuing education
organizations, to develop a modem system of curriculum designing and textbook
compilation, to establish and improve the monitoring and evaluation system to ensurethe training qualities and cost-effectiveness, and to train all the secondary and primZschoo teachers £ including the principles £© in different ways within fwe years in
order to have a substantial improvement.
y
According to the Decisions of the Party Central Committee and the State Council on
Strengthening Education Reforms and Promoting the Quality Education on a full scale,
e Continuing Education Project for Secondary and Primary School Teachers shall
orgamze training programs for new and key teachers, post oriented training, computer
skill training and degree training.
With the implementation of these measures, the trends of teacher education in China
will be as following other higher education institutions will work together with teacher
education institutions and colleges to train secondary and primary school teachers so as
to diversify the sources ofnew teachers. Teacher education shall be focused on tertiary
level. Pre-service education and post-service training are connected, and continuing
education are governed by laws. An open network of continuing education has taken
shape with the help of modern education and information technology. A modem
continuing education system with Chinese characteristics and based on the philosophy
of life-long learning will take place for secondary and primary school teachers by the
early next century.
(From the Chinese Educational Research Network; http://www.cem.edu.cn)
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GUIDING QUESTIONS FOR PARTICIPANT INTERVIEWS
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INTERVIEW ONE
Can you describe your primary school education?
What role did your parents have in your education?
Can you describe your primary and senior secondary school experiences?
What was the social situation in the country while you were in school?
What was your first experience in learning English?
Describe your earliest memory of an English language lesson.
How many years did you study English prior to entering university?
How would you characterize those years of English learning?
What were the most significant influences on your decision to study English in
university?
Did your parents influence your decision to become an English teacher?
At what point and why did you decide to become a teacher?
Did you ever want to/try to/ do anything other than teach English?
Describe some of your university experiences in learning English.
What was one of the most memorable experiences you had learning English?
What methods were used to teach you English?
What methods were used to teach you how to teach English?
Can you describe one ofyour university English teachers including his/her methods of
teaching?
Did you have access to original English language materials such as books, tapes, videos?
Did you have any foreign teachers (or other opportunity to speak with native English
speakers)?
Can you describe your student teaching experience?
Is there anything else about your preparation to be an English teacher that you would
like to add?
INTERVIEW TWO
Can you explain your work in the FLLD?
How would you characterize the students that you teach?
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What is the background of the students?
Can you explain the difference between successful and unsuccessful students in your
classes?
How are students selected for the FLLD program?
Can you describe a typical class you teach from start to finish?
How do your classes differ? Between classes? Grades? Semester to semester?
What is the average class size and how does it effect your teaching?
What is your relationship with students?
Do students and teachers ever spend time together outside of class?
Do you use any equipment like audio tape players or video tape players in your classes?
How?
Do your students ever work in small groups? What do they do? What do you do
during this time?
Do you follow a set curriculum in class, develop your own, or some blend ofboth?
Would you like to do anything different in your teaching?
What kind of curriculum materials are used (texts, books, magazines, other reading,
games)?
How many years have you taught English?
Has your teaching approach changed in those years? How?
Is there anything else about teaching English that you would like to add?
INTERVIEW THREE
Describe how Chinese society views the profession ofEnglish teaching.
What are some of the changes in HTU in the last five years?
What are the goals of the English program of the Foreign Languages Department at
HTU?
Has this changed over the last ten years? How?
What is the reputation ofHTU?
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How are the changes in China’s economy influencing education in general and English
education in particular?
Considering what you said in the first two interviews, what is most rewarding about the
work that you do? And what is most challenging?
What are your personal goals as an English teacher? For yourself? Your students?
Do you feel you were well prepared/trained for the work that you do?
Do you think students are well prepared to teach English when they finish this program?
Can you describe what you would like to be doing ten years from now?
How do you think China will change in those ten years? And education in China?
What is most meaningiul to you about your work as an English teacher?
Is there anything else you would like to add?
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INTERVIEW ONE - MARCH 17, 1999
. ou said you learned English because you liked English. Why don’t we go back to an
,™e’ ln your chlldho°d, even before you learned any English. Can you just tell mea h«le bit about your elementary school education, like where you were and what it was
M«y. Actually, I grew up before and dunng the Cultural Revolution in China And youknow the you know about the Cultural Revolution. At that time, China was rather, leUne
y closed up to the outside world. We had very little contact with the other countriesAnd when I was very young I didn’t meet any foreigners at all during my childhoodAnd uh, after the Cultural Revolution actually I heard the English language spoken onhe Chinese radio for the first time. Before that I didn’t have any idea about English
anguage. And at that time the country began to open up to the outside world. The TV
stations and broadcasts began to give English lessons, and I heard the language spoken
or the first time actually. So, at that time I was interested in the English language out of
cunosny. And I remember for the first time I listened to the radio and they taught us to
read A,B,C. And we were curious about that and we learned from the radio lesson by
lesson. And at that time I began to take an interest in the English language. And to be
very honest, I didn’t study any English at all in my primary school, and I learned very
little English in my secondary school years.
I: Those were years of the Cultural Revolution?
Yes, the Cultural Revolution.
I: When were you bom?
I began to go to school. I began to go to school in 1963. The Cultural
Revolution started in 1965. So I was in the second or third year ofmy schooling.
I: So really then, until you were about 20 years, the Cultural Revolution.
Yes.
I: So, most of your schooling.
.
.
Yes, was during the Cultural Revolution.
I: And how old were you at the time you started to hear these radio broadcasts?
Maybe seventeen or eighteen years old. Actually when I studied in the high school, one
of my teachers was an English major. And she taught us some English words, but very
few words. That was my first time to learn the English language.
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I: Did she teach you systematically?
"S'
Chi"eSe ClaSSeS' Because we didn ’< have the English classes at
anguage, but we didn t study anything systematically.
8
Russian?
16"6 ^ instruction duri"§ those years in school, such as
No, no. Before I entered the school, maybe many people studied Russian. But during theime w en was in school China broke all ties with Russia, or the USSR at that time Sono foreign languages at all in my school years.
J,
S
°J
e mi™™al exposure was, a few words in Chinese class and some simple words onthe radio, which came really late in your education.
Oh, yes. Maybe after my graduation from high school.
I: So what did you do when you graduated from high school?
I worked in the office of the local, we say, we call it commune. And I served as the
secretary to the leader and I wrote the reports for him, and occasionally I wrote some
articles to be published in the newspapers.
I: What topics were these articles?
News. New items.
I: So would you say you were interested in the study of language in the Chinese
language?
Yes.
I: That was your strongest?
Yes. Actually I was bom in a family that was not considered a Revolutionary family
And my father was a teacher, and he was criticized by the Red Guards during the Cultural
Revolution. And I had little chance to become anything important in the country.
However, I could write good articles, and the leader knew that, and he asked me to write
things for him. And actually I came to the university in this way. I didn’t come to the
university by examinations. You know that history. I worked in the commune for more
than two years and I wrote the reports, all the reports, the leader, the party secretaries,
spoke to the masses. And I wrote a lot of articles which criticized the so-called
revolutionaries at the time. It’s very interesting. And I really didn’t expect to come a
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unrvei-S'ly student actually According the standard of the time, I couldn’t become
bafkiTund ’VT m 6 C .°UWrySide b6CaUSe °fmy Social background and my familyckgro d. And my grandparents were rich peasants before the Liberation nfrw ySr c“'"
ssaar "•——- *
Later, after the Cultural Revolution, he became a headmaster and he retired only three
thaTl^o
my *thf 18 on]y tweaty years my senior, only twenty yearl olderhan I. S he only retired a few years ago. ^ y
I Still not an old man.
(Laughs.)
I I don t think I asked you where your town is.
Not far from this city (Shijiazhuang),
of the PRC, my family had a house in
grandfather opened a shop in this city
shop run by. where my father worked until he was fifteen years old, and he didn’t make
any money. So he closed the shop and went back to my hometown and to teaching.
I. I imagine Shijiazhuang has changed a lot.
Oh yes, yes, yes. And also because of the house in this city, during the Cultural
Revolution the Red Guards went to my home and broke in my house and my grandparents
and my father were very afraid of that. They sold the house immediately after the
Cultural Revolution. Actually we had a very big house with (inaudible).
I: What was the name of the village?
It is called Bei Jiang Bi I think about 20 kilometers from here, very near the west
campus of this university. About three kilometers from the west campus.
I. And your family is still there?
No, my family is living in the city, this city.
I So your fist work was as secretary of the local commune, writing articles. How long
did you continue there?
Actually betore the Liberation, before the founding
this city, and my father served as a ... my
and we had a house. a verv hia hnncp anA o niina
Two years. About two years. Then I came to this university.
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I: So you were nominated by the.
A^ftlT^YT ‘ S,ayed Here eVCT S 'nCe then 1 audied here for three years onlynd after graduation, I was assigned to work in this department,
WheVvT
PrePTi0"
^
he
" 7“ Came ‘° StUdy here was ' • Let me ask *at another wayen you came here did you know you would be studying English or.
Yes, I knew.
I: How was that choice made?
As I said just now, I was just curious about language.
I: So it was your choice?
They gave me the chance to choose between Chemistry and English. I said I prefer
English. So I came to this department.
I: And that was
.
.
1 976 At the end of the Cultural Revolution.
I: So I’m eager to know what the university was like in 1976.
The same building as now, the same classrooms. The only difference was we didn’t have
the language lab. In each class there was a very big recorder. We had a lot of earphones
in classroom, linked to the control room. And every night and afternoon we could put on
earphones and listen to things that the control room broadcast into the classes. And we
couldn’t listen to the BBC or VOA. Because we didn’t have the radio sets, and secondly
at that time it was considered inappropriate to listen to the foreign broadcasts. So actually
many of my classmates began to learn the language through the recorder and big tapes
We listened to that every day, and a few speeches made by foreign visitors.
I Who were these visitors?
I forgot the names. Some people who came and they recorded the speeches. They would
talk about China and other countries.
I: Were they just passing through ?
Yeah. They have the tape now. I remember one tape called “From Columbia to China”
given by a woman. And also some tapes ofEnglish stories. I remember one story talking
about American black people, how lives of the black people are And also some texts
read by foreign teachers. Actually I saw the American teachers for the first time here in
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1981, for the first time. At that time I was already 26 years olrl * u
our department from Staten Island University.
Y S teachers came to
I These were the first foreigners you had ever met?
Yeah. The first ones. When I was 26 years old.
I: And you had been studying English for
For four year! For four to five years I remember the first time when I met the Americanteachers, they say How did you learn English?* I say, "By reciting texts ’ They said
Chinese"
d
! ,a'' (Laughs > Yes- ‘hat's why all foreign teachers say the
’
speah just like reading texts, because we began from reading texts, reciting textsand we had very few chances to speak to the foreigners.
I. It s always interesting, coming from a country like the United States, with so many
different nationalities and cultures that someone would have the discipline to learn thelanguage without speaking to someone who speaks that language.
(Laughs.) Yeah, that’s it.
. So, that s interesting to me, to know when there was the beginning of some kind of
cultural exchange. It sounds to me like the first materials you used already had some
foreign voices and some element of a cultural education to the curriculum, because Iknow ff there was any language education earlier, during the Cultural Revolution, it was
y Chinese speaking English and it had very little or know cultural education component.
So, tell me a little more about the tapes you listened to, but also about the curriculum at
that time, what do you remember was the content ofthe courses that you took to learn
English.
The first year ofmy university, we studied the text compiled by the Chinese teachers, and
mainly introductory topics, including Mao Zedong’s speech and also some texts written
by foreigner, such as reminiscences by Karl Marx.
I. Now these speeches and reminiscences were part of the listening or reading
curriculum?
Reading. We call it teacher intensive reading. And also the text compiled by Xu Guo
Zhang, have you ever come across it?
I. I’ve just heard his name mentioned.
Very, very influential.
I: Could you write that name down?
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Where? Here? And this textbook was compiled before the Cultural Revolution a
was very mfluential, even today many young people smdytWs“ '*
I: What is the name of the text.
Just “English.”
to rchtolfv^ad?ngT
h°d dld yOU 'earn by; What kind 0f me,hod dld ,eachers-
I think we should label that as Grammar Translation. The teacher explains thegrammatical structure of the sentence very carefully and also requires us to know theChinese meaning, and require us to learn by heart all these texts. You know in the firstyears of my study, I could recite the whole textbook ofXu Guo Zhang, from the
r—8 X Cnd cAnd 1 aSked the °ther classmates to give me the title, and I could
becau ew^don’tTa "T^ ^ EngIish ,angUage by recitation’ not Station,s e don t have much to imitate. (Mutual laughter.)
I: What was the content of this text?
Many different things. In the first several essays, there were short stories and speeches of
i erent contents. And, actually this course book is made of four separate books. No
sorry, uh, no, eight. The first four were written by Xu Guo Zhang. Books five and six
were written by someone called Xi Yan Mo. And there were books seven and eight. The
ast four books were mainly made up of novels, extracts from novel, and many original
I: What were the sizes of your classes at that time?
1 5 students in my class. In the other classes, 20-25. Because we were divided into
different classes. My class was called an advanced class, only 15 students. Because in
the first months ofmy university years I didn’t know much English and after several
months I learned very quickly, and I caught up with the other students, and I even learned
more than them, and so I came to the advanced class. I was assigned to the advanced
class.
I. Did that advanced class include any privileges other than having a smaller class size?
Aiid better teachers. And we were given more things to read And we had read a higher
standard on the examinations.
I: How would you characterize the “culture” of learning English. What interest was there
in students and among people in general about learning English, or what attitude was
there toward learning English. And how did the students interact with each other?
You mean the English majors?
204
I: Yes, first, speaking about the English majors,
English? You told me yours, but as a group.
. .?
what was their motivation for studying
I think for most students, their major motivation was, I think, job oriented Because thevwi become English teachers and they just want to get a stable job teaching English
Y
I: So this was true when you were studying English, as it is now. Did you find studentsdoing independent activities, such as speaking English with each other.
No.
I: No?
I think that is one ofthe problems we face in our teaching I think this is one the problems
21
in 9!™' 1 oftenfy ,0 my students, they don’t have a very high motivation inthe study of the language because in China, generally speaking, knowledge is not very
important. Only the certificate, or the diploma, they consider that as important That iswhy they are not very motivated to study well Because of this they don’t assert
themselves too much in their study.
I: That’s very interesting. Do you have any ideas of why this is true?
Because ofthe system, the social system. China is going toward the market economy, but
actually it is still central planning on the whole. For example, the enterprises are still
controlled by the government, and they don’t have much incentive to produce better
goods, or larger quantities. So that’s why so many workers are laid off. And no matter
what your ability is, no matter what you know, the leader will decide whether they will
employ you or not. And the many poorly qualified personnel are still on the job and
many skilled workers are laid off. So ifwe have the certificate or diploma, we can find
work, no matter they know the things or not. That’s the major point.
I Do you think this is beginning to change now.
It’s changing, but very slowly.
I You sa*d that when you were studying, your advanced class had the opportunity to
have better teachers. How were the better teachers different from the rest?
My teacher was a very old man, and he studied before the founding of People’s Republic,
and he graduated from a school run by the church. And he could speak English very well!
And he could write excellent English, but he couldn’t speak Chinese quite properly. So
that was. maybe he was the best teacher in the department at the time. And he was also
given an assistant, a young teacher. And the young teacher was not only supposed to help
him with the teaching, but also supposed to “keep an eye on him” because he was
considered the bourgeois intellectual.
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110Wed^ ^ Englisl1, because his English was best, but they kept an
Yes. That’s right.
I: And did his teaching method differ from any of the other teachers?
No not different. The same grammar-translation. Maybe the only difference was that he
spoke more English than other teachers.
I. You mentioned that his Chinese was not always correct. Was that because his
education was in English, or because he just didn’t have a good knowledge of Chinese?
I don’t quite know about that. He couldn’t write good Chinese sentences, and he never
published anything in Chinese. However, he published a lot of things in English Maybe
his English was better than his Chinese. I only know that.
I. And the other teachers, which were better teachers, would you say that they too were
better teachers because they had a better knowledge of English, but not because their
teaching methods were any different?
I’m not sure. Different teachers were assigned to different classes. I remember I had one
teacher. When she came to our class, she always wrote the things she was going to speak.
I only know that. And she would read to us in class.
I: There was nothing spontaneous.
No. And many teachers did that at the time! So there were very few good teachers,
qualified teachers in these years. I remember, when I first went to university, I asked my
teacher, ‘Do I have to remember the words?’ And he said, ‘You’d better remember
them.” So really, I didn’t have any idea of the language at all. (Mutual laughter.)
I: You didn’t have any idea of how to begin to learn
Oh no, no.
I. What do you remember or know of the administration at that time
In the department? The teachers were classified to the same groups as the students. We
studied politics in the same groups, with the teachers. And the students were even
supposed to keep an eye on the teachers, because the teachers were considered as the
bourgeois intellectuals. But we had more contact with the teachers
I: More contact in these political study groups. Was there more informal, social contact
as well?
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Yes, yes.
',?? y°U feel that ’he re|ationships were by and large healthy and harmoniousthe faculty, or was there any kind of competition that existed.
’
I think good, generally.
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SOme Senuine friendships
fi&zzzzar* ,o work to8e,her in the coumryside and ,he
I: Was that work in the countryside a requirement of the university?
Yes
I You mentioned the big tape recorders. They were reel-to-reel? You didn’t listen to the
radio
:
In my first year at the university, I didn’t listen to the radio at all. In the second year, I
remember, I bought a radio set, and I secretly listened to BBC and VOA all the time.
And, really I was afraid of that, because if someone reported me, “You’re doing that” to
the authorities, maybe it would be criticized.
I I imagine that s something that students in the foreign languages department felt
they needed to do.
They’d secretly do that.
I: You probably got the idea from one of your classmates.
(Mutual laughter.) I forgot where I got the idea.
I When you would listen to native speakers, English or American, on the tapes, how long
do you feel it took you to understand?
I think about a year. Because, my situation is quite different from pupils today. They
began to study English from a very young age. And I began to study seriously at the age
°f 21 So I know the steps in the progress of language learning very well because I was
very conscious about that. I remember the first year that I began to listen to the VOA, I
could understand very little. And one year later I thought I could understand much of it. I
often told my students that. ‘Ifyou want to understand the foreign broadcasts, you should
have at least one year training, because that was my experience.’ And ever since that
time, I began to listen to the VOA and BBC and I have been a very good listener for
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maybe 20 years. So I benefited a lot from that. Several years ago I heard that somepeople in America proposed that they should cancel the VOA program. I thought this isa silly idea. It was very influential in the world. Even today, for many people^hat was
Britain^ Thlt’s fh‘
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We don’‘ ha™ newspapers from America or
!r
, l" ™a‘ t « c eapest way to obtain information. And I also learned a lot of newsom the BBe and VOA when the Challenger exploded in the air, I was listening to theive broadcast. And I also listened to the live broadcasts of the debates between Reagan
and Carter, and later between Bush and Clinton and many Presidential debates on the
radio, so I enjoy listening to that very much. And also, I heard the news of (Princess)
Diana s death on BBC, maybe the first broadcast.
I So for twentY yeafs, you’ve been on top of the news, which is not always easy to do
(Laughs.) Actually I just take it as a way of practicing listening. But in later years I
began to enjoy the content. So many people saw me wearing earphones and say “Oh,
you are still practicing listening.” I’d say, “Yes!” (Laughs.)
L Well I m curious about that. You mentioned you’re conscious of the steps to learning
English. And they were also very condensed for you compared with today’s students.
Can you give me more detail about that process? For example, what were you
experiencing mentally or psychologically as you listened to long tapes and you didn’t
understand anything, what was the process you went through to learn.
I think the progress can be divided into three stages. At the first stage, you can just hear a
senes of noises, you couldn’t understand anything. This is the most difficult period,
because you are listening without getting anything And if you continue doing that, and
in the second stage, you begin to pick up words, familiar words. I remember the first
words I picked up were “people,” “China,” and these things. Gradually you pick up more
and more words. That is the second stage. That means you are learning now. And this is
a very long period of time. If you continue to do that, then you begin to understand
sentences. And you could understand more and more words and sentences. And finally,
you could figure out what they were saying. By this time, you enter the third stage. You
understand more and more, and finally you can understand most of the things, with some
new words and unfamiliar things. By this time you could try to find the words in the
dictionary if you find an unfamiliar word, well, try to get the word from the dictionary.
And, to my experience, if you can get the word in the dictionary you won’t forget it,
because there is a gap waiting to fill up. And you got the word in the dictionary, and you
remember spelling, everything. So three stages. And I also believe that we should listen
to the normal speed broadcast, English, from the very beginning. Many teachers suppose
that their students should listen to the slow speed English as first. To my experience, that
will be more time-consuming than the normal speed.
I: And also it could be argued that it inhibits learning, because it’s not natural. When you
begin to listen to natural speed, it’s more difficult.
Yes, most probably.
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!• Although Voice of America has slow speed, “Special English.”
Yes, that’s right.
I: So that’s controversial.
No. But psychologically they help the students,
be better understood.
They believe that the slow speed could
I. Well, that s an important point. Because if students
motivation and a strength.
are encouraged, that can be a
And Ihey are supposed to understand better. So students begin to listen from “SpecialEnglish and gradually goes further to normal speed.
I: In another interview, when I can talk with you again. I’ll be interested in asking you
some questions about how some ofthese stages of learning or steps translate into teaching
methods. At this point, I’ll just prepare you for that interview so you can think about it(Mutual laughter.) This interview is more of a biographical background.
Okay.
I: Okay. From there, studying at the university, you were invited to become a faculty
member?
Actually, I was assigned. We didn’t have any choice. Upon graduation the students
would be assigned to their posts. The department chose to assign me here to teach.
I: What were your feelings about that.
Of course I felt proud of that. Because.
. .and also I felt lucky, because several years
before me, you know, the people who could stay in the university must be these people,
revolutionaries, communist party members, and people who were bom in poor families,
before they learned English. As I said just now, I was bom in a rich peasant’s family. My
grandfather and my father were rich people, and these people were not trusted at that
time. And when I graduated, the situation changed, and they judged people not only by
the social or family background but also by their ability and your knowledge are counted.
So that’s why I was chosen to stay in university. I was lucky. Otherwise I wouldn’t stay
here. I would have been assigned to my local village to teach the primary school pupils or
something like that
I: So, you began teaching immediately. Tell me what that experience was like
Like my teachers in my first classes, I wrote everything down, on paper, and I recite
before class, because I was good at reciting. And I could recite everything I spoke in
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class, from beginning to end And the things I wanted, and everything theexamnles I
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teaching plan I told my students everything.
I: You were teaching which subjects.
n™?
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pu
’ did"’ t tCaCh the English maJ°rs- 1 tauSht People in the ChemistryDepartment Physics Department, these people, non-English majors.
I: So was this just the beginning ofthe period when English study became universal.
Yes, yes. And in my first years as a teacher, my students also began from AB C Mostbegan from A,B,C. That was the year 1979 and 1980.
I. You could sympathize with them.
(Laughs.) Yes.
I s most ofthe questions I want to ask for this biographical potion of the interview.
Is there anything else you’d like to add about those years before you studied English, or
when you began to study English or when you started teaching. Anything that was most
memorable or noteworthy?
I think, I was lucky to chose English as my major or my subject. Also, it was very hard
for me to begin to study. Actually, as I said just now, I didn’t know English at all when I
came to university. I was given the chance to chose between English and Chemistry.
And actually when I studied in high school, I was good in almost every subject. And I
could study better in Chemistry, and the sciences, but I chose English as my subject
because I was curious about language. And I was lucky to chose English, because in later
years English became very useful. We could get better jobs, we have more chances to
be. . more chances in society. So I always think that I’m lucky to an English teacher.
I: What most provoked your curiosity? You’ve said a couple of times that you were
curious.
I don’t know. Only new to me, quite different. I remember the first time I heard read
A,B,C and I just followed, without understanding anything
I: Was there anything that you would characterize as one of the most memorable
experiences during the time that you were learning English?
I only had very hard experiences. At that time my, I worked very hard every day. I didn’t
think of anything else, except English words every day before I went to bed, I would
review the words I learned that day, and the next morning I woke up and would try to
recite the words again, and that way build up my vocabulary. And later, when I was very
tired, I went to the listening room, and put on earphones and slept and listened at the same
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time. It was very hard working. And when I caught a bad cold, I didn’t stop working at
all, I still worked in the classroom, very hard for me, I only know that. At that time sLe
^n'r"T StUd,Ked EnS.lish for several years before they came to the university b™began from the very beginning. And within six months time I became one of the top
™
^ p
ass
r
know how 1 caught up with them. I always thought that
cause I liked English, I didn’t feel it hard on myself to assert so much on the work.
I: So it wasn’t such a burden.
Yes. So I always think it’s really a different experience for me to begin to study the
anguage at the age of 21. And also later took English as my career, my profession It’s
really very interesting.
I: That is interesting. It’s also very much to your advantage that you had that curiosity
and motivation for the sake of knowledge, not only for the sake of the diploma.
I want to say that the people who study English in China can be classified into three
groups. First group: they study English only for promotion, for the certificate and these
things. And the second group of people study English, not only for promotion and the job
and also for (reception?). These people are actually not much interest in English, but they
have to study English, because they have to use the language for their work and research.
And the third group of people is the smallest group. And these people take English as, we
say, as enjoyment in life, as part of their life. And only when you take English as part of
your life, you can enjoy it. And I often told my students about that. And I hope that they
will become the third group. And to me, I finally met very few people who take English
as part of their life.
I: What percentage of your students would you say fall into that third category? I know
you can’t quantify that exactly.
(Laughs.) I didn’t study that, so. .
.
I: I know. I just wonder if you feel it’s half; or much less than half, maybe.
Maybe one third.
I: One third?
Actually my students want to speak English. The problem is that we don’t have the
environment, and when Chinese people meet, they feel uncomfortable to speak English.
Generally speaking, we have very few chances to talk with native speakers.
I: That’s one problem, but also, I wonder how to encourage students to create a kind of
comfortable environment where students can speak English with each other. Of course
there’s opportunities like the English Comer, some of the students take advantage of that
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I: Definitely I will ask you specifically about the teaching methods you use and whatS3SSKSSr" *•“* "•“•*— *• ’««*.
INTERVIEW TWO - MARCH 24, 1999
I studied in the national university of Singapore for a year, and got the diploma in
education with credit at the national university. And later I studied in Qinghua University
cind I obtained my M A. in linguistics in Qinghua University. And last time I mentioned
about these things, but I didn’t emphasize about them.
I: How long were you in Singapore?
One year. That was a one full-year program.
I: That was last year?
No, that was 1988 to 1989. Ten years ago.
I: And the M.A. at Qinghua University?
Qinghua... 1993.
I: So when you went to Singapore, you had been.
.
.
Had been teaching for about ten years.
I: Okay. Tell me about the selection for the teacher training in Singapore. Was that
something you competed with other faculty for, or something you were nominated for. ..?
Of course we were selected after very fierce competition. And the national university
assigned teachers to give us the test. And we took several examinations. At first we took
the examination in the department, all the young teachers under the age of 35 had to take
part in the examination. We should only select one person to take part in the national
examination, to compete with the people in the other provinces. And after that, the
Singapore teachers came and they gave us the examinations themselves. They took the
examination papers back to Singapore, marked the papers and selected people.
I So what was involved in your training there, in Singapore?
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Mainly education, linguistics, psychology, and a little bit of everything, you know So
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-re the other students in the program? Were they also, Chinese English
teachers? Was it an international group?
It was an international group. Many people came from Japan, Sri Lanka, and
from Malaysia, India, and other countries.
a group
I Was there any trainmg specifically geared toward teaching methods and teaching
practice, or was it entirely theory?
We also did Microteaching. And teaching practice in Singapore schools for one month
four weeks. We also did a lot of practical work, making the slides ourselves. Took
pictures. And also made OHP cards, and also we learned how to operate the film
projector, and many other practical things.
I D,d y°u feel that all of the training was relevant to your needs here?
Yes, and also studied information theory in teaching with computers. I learned about the
use of computers.
I. When you came back from Singapore, was there any chance for you to share what
you’d learned with the other faculty?
No, we didn t have such a chance. In fact, another teacher is in Singapore now, and she
will be back in a few weeks time, in May or June. In the same program as I did ten years
ago
I: Is she the first one to go since you went?
Yeah From this university, the first one. Because we had some chances for the people to
take the examinations, but they were not selected from this university.
I: Does this department offer any opportunities to study abroad?
Yes, but very few. Maybe ten years ago, the department sent people abroad very often,
but they stayed in the other countries and they never returned, so later the department is
not willing to send people.
I: Okay. And about five years later you did a Master’s degree in linguistics at Qinghua
Can you describe that curriculum?
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I: What was included in the teaching methodology curriculum?
The different schools of teaching methodology and the basic theories, mental theories oflanguage teaching, and these things. And the curricula development. Yes, these things.
I What differences did you see in your teaching as a result of the training in Singapore
and Beijing? What were the outcomes? What results did you see?
I think the Singaporean program is much more practical, and also, I think it’s more
advanced than the Chinese programs. The Chinese M.A. programs are very traditional,
just like the program in this department. They offer traditional courses, only, on the
theories of language and language teaching. And the Singaporean program is mainly to
develop the teachers, so they try to develop the trainees teaching skills.
I. So you were able to develop the training from the Singapore program into your
teaching.
Very few things. Because, all the teachers here use the traditional method, and I cannot
change much in my teaching. Actually, I feel that I have forgotten must ofthe things that
I learned in Singapore. (Laughs.)
I: Let’s go back to the time when you first started teaching here. What courses.
.
.
you
talked about this a little bit, how you taught. You memorized some ofyour lessons. What
were some of the subjects you were teaching?
I taught the non-English majors after my graduation, immediately after my graduation, I
taught people in the Chemistry department. Physics department, and they had very little
knowledge of the language, and for my first few years I taught the beginners from A, B
C.
I: At what point did you begin to teach the English teachers?
Maybe after I came back from Singapore. Ten years ago. I began to teach the English
majors grammar and a survey of the UK and the United States. And also taught them
intensive reading, college English, intensive English.
I: So describe one of your grammar lessons. Do you still teach grammar by the way?
No, that was many years ago The typical grammar lesson is supposed to summarize the
grammar points. Because the students learned some grammar in the primary, uh,
secondary schools, and they didn’t learn the theories. In our grammar lesson, we
summarize all the points. For example, ifwe want to teach the infinitive, we should tell
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the students all the functions of the infinitive, maybe twelve different functions The
infinitive can be used as subject, as predicate, as attribute, adverbial, and so many other
things. So we should write some things on the board and give them examples to show
these points. And sometimes we ask the students to make sentences themselves. For
example, ask student A to make a sentence with the infinitive as subject. And sometimes
we I often do like this, I give the instruction for the first one, and the people in this row
follow him, each ofthem make one sentence with the infinitive as the subject. It’s a kind
of pattern drill.” Something like the pattern drills.
I: So you would continue to use this method systematically through all the grammar
points.
Yes.
I: And what was the curriculum you were following? Was it a textbook?
A textbook, written by Zhang Daozhen. This is a very influential textbook in China. It’s
called Practical Grammar of English
. I think your wife may know the books, all the
books I mentioned, very famous in China.
I: And you also a culture survey of Britain and America. I’m also interested in the
content and method of teaching that course.
It’s a very comprehensive course, including the general introduction of the geography,
history, culture, government, social benefits, literature, many things.
I: Was that primarily a lecture-based class?
Lecture based.
I. Was there any participation from the students?
No absolutely no participation.
I: And for the content of that class, what sources did you use?
The students have the textbooks. And apart from the contents in the textbooks, I often
select a lot ofthings from the other books, to make my lectures lively and rich in content.
I: Do you still teach this class?
Not in the department. I still teach this course in the other programs, in the
self.
.
teach-yourself examination program, I still teach this course.
I: How do you evaluate this class?
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You mean...
I: Testing.
Yes.
I: You give one examination?
One examination, at the end of the program. Now in the teach-yourself examination, the
students take the examination administered by the provincial examination board. I only
teach and help them pass the examination.
I: Is this class taught in the department?
Yes
I: Who teaches that class now?
A young teacher. Cai Yu Xia teaches this course. Li Tian Qi taught this course for many
years, and I taught the course for a few years.
I: Do you have any choice as to what classes you teach?
Yes.
I: How does that work?
You just go to the Dean and tell him what class you what to teach. And what classes they
have, that they want you to teach. And you can discuss to make the decision.
I: And how often can you teach the classes that you want to?
In most cases I can teach the classes I want to teach. Maybe it’s because I am a
middle-aged man and I have been teaching here for many years, I have some freedom.
But not for the young teachers. Maybe the young teachers have to teach the intensive
reading for a few years before they take up the other courses.
I: Was it your choice to stop teaching a survey of culture?
Yes Because I like these things, the history ofEngland and America and especially I like
the American elections and politics I’m interested in that. And I especially like the
American way of democracy.
I: There might be some variety in this respect, but I’m interested in the variety of class
size
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Generally speaking, one hundred students, the whole grade, in the culture class.
I: And what about in the grammar class? How big was that?
That was a small class. Maybe thirty to.
. .no more than thirty students. Twenty-five.
I: And Intensive Reading?
That is a small class, maybe 25 people.
I: Tell me about the curriculum for Intensive Reading.
Actually the Intensive Reading is.
. . now we call this class. Comprehensive English Class
And it is mainly language based. We teach the students language points, the word usage
synonyms and antonyms, a lot of phrases, idioms. And also about some cultural
background of the text.
I: Are you still teaching this class?
Yes, to fourth year students.
I: Tell me if there has been any changes in your approach to class and curriculum in the
years that you’ve been teaching here.
Actually I have been trying to change, and.
. .but I’m afraid the change is very little. And
I often wanted to encourage my students in participation in the class activities. But since
all the others classes still use the traditional method, it’s very difficult to change. You
cannot make your class too different from the other classes, because the students will
share their experiences to the other people, and say, ‘This class is different from the
classes. And I m afraid the other teachers may have some.
. .different opinions ofmy
teaching. So generally speaking, I often included some students participation in my
classes. And, general response is that the students like these activities much better than
the traditional method. So that is why I often propose to the Dean to cancel the Intensive
Reading class in the higher grades, or for the second, third or fourth years. But it is very
difficult, because teachers are accustomed to the textbooks, and they don’t want to take
much time to prepare the lessons. So they just want to keep the old Intensive Reading
course.
I: So what would you suggest -- that they drop the Intensive Reading class and put
another class in its place?
Just use the tutorial system and lecture, big lectures. Followed by tutorials. Teachers
conduct the tutorials discussion. And we should change the classroom teaching from
language-oriented to content-oriented. We discuss the themes in the reading material,
instead ofthe language points, the grammar points, the structure and these things. We ask
the students, we leave these things to the students. They should prepare the lessons
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themselves and try to find the new words and phrases in the dictionary and try to
understand and study the structure. If they don’t understand, they may ask the teacherand the teachers role should be to conduct the class, to make the students talk or discuss
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S °f thf J;ings ’ instead ofthe language. And we discussed these withther, wi the Deans of the department for several times, and the Dean accepted thisproposal, but he said that it takes time to change, for students and teachers to adopt
themselves to the new teaching method. I think now in the third year and fourth year ourintensive reading class is still reading based. The teachers spend too much time in class
explaining the language points, the grammatical structure. And make the students lazyYou know, they just wait for the teacher to give them the definition ofthe words and theyjust want to sit in the class and listen to the teacher. And they never speak, unless the
teacher made them to speak. So it’s very passive. I remember when I studied in
Singapore, and the teacher, in the first few classes, the Chinese students never said a
word. Later, the teacher went to us and said, told us, if you do not speak, you shall fail
this course. Finally, we know how we should be evaluated according to the participation
in class, and according to what you said in class, the quality of your speech, the
contribution in the discussion. I think this is a very good way to learn language. Not only
learn language.
. . and I think in the first two years in the university, in the English
department, the students have already mastered the basic grammar and vocabulary of the
language. In the third and fourth years the focus should be on content of language, and let
students language ability develop naturally, by themselves, in the discussion, in the class
activities, in the learning of the other things.
I: What would be the result if you told your students that they would fail if they didn’t
participate?
I think they will also be glad. They won’t be disturbed. In my class, my students told me
that they wanted to talk, to participate in the discussions, the problem is that the teacher
didn’t give them time to open their mouths. The teacher took all the time in the lectures.
I: What is the rationale of the administration, to your knowledge, of not implementing
more participatory-oriented curricula?
Because the, most of teachers do not want to do this. I said just now, it is very
time-consuming. The teacher will have to spend a lot of time to prepare the lessons than
they do now. I have been teaching this course for many years, and I just took my book
and go to class. And, I don’t have to do anything else. But ifwe conduct the tutorial
discussion, you have to take much time preparing the lessons.
I: So the reluctance for change centered on the faculty?
Yeah. Actually the students want change. And I discuss with my class, with my students
many times. And when I said about the change ofteaching method, they all said that they
welcome the change. The problem is that change comes too slow and too late, and they
are going to graduate in a few months time
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I: What would
of others?
be the result if some teachers began to change the curriculum independent
To me, I m afraid that I should spend a lot of time and energy if I want to change, and
finally the teachers may not accept your ability to change. So I worry about that.' I
wanted to change the teaching method many, many years ago, and I’m just afraid of the
opinions of the other teachers.
I Is there any kind of training program or opportunities for curriculum development that
is organized by the administration of the department?
Presently, not. A few years ago, there were many programs ofteacher training Some of
the programs were operated by the British Council and also some by the Fulbrite program
from the States. But these years, I heard that the British Council has changed their way of
teacher training in China. They no longer assign teachers to China, instead they invited
teachers to Britain. So they sponsor teacher training in another way. And several years
ago the department was very active in sending teachers to the programs, but now they are
very unenthusiastic because the department is lacking funds, and they want to save
money.
I: These training programs - you mentioned British Council and Fulbrite - rely on
resources from outside of the university and the advice and expertise of international
consultants. Is there any kind of program or opportunity in the department to utilize the
knowledge and experience and abilities of the faculty themselves, such as observing each
others’ classes, or giving demonstration lessons?
Many years ago, we had some teachers training courses given by the experienced
teachers in the department. And because at that time the department was badly in need of
teachers, so they had programs for many years. And often they had teachers training
programs courses given by the foreign teachers, like you. This years, not. And we didn’t
have the demonstration lectures, and we didn’t attend each others’ classes among
teachers, because the teachers are too busy to attend the other people’s lectures, to listen
to the other people’s lectures. The other problem is that the teachers do not like the other
people to observe their classes.
I: Do you know why?
Most probably they, they are afraid of making mistakes or. . I’m not sure.
I: How would you feel to have someone observing your class?
Urn. Actually, for the Chinese teachers, I didn’t care much. I remember once, I was
giving a class, giving a lecture and a foreign teacher came to my class, and a foreign
teacher came to my class, and I was extremely nervous because I was afraid of making
mistakes in grammar or in language, so I didn’t like the native-speaker’s in my class.
(Laughter.) Generally speaking, when there are some people observing my class, I don’t
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think that I can teach as well as when there are not anyone to observe. And I like to makejokes in my class, and I am relaxed. And when somebody is there to observe me I shall
be very normal, eh, very formal, very serious. I feel uneasy.
I: Okay. How would you characterize the relationship between yourself and your
students?
Generally speaking, I want to be a friend to my students. I don’t want to be treated as a
person of the older generation. I just want to be equals with my students.
I: Do you have any kind of contacts, or opportunities to spend time with your students
outside of the class?
I should say, I have time to spend with my students, but not enough.
I: What is the nature of that time?
My students like to come to me when they have problems, when they want to discuss
even some of their personal problems. And generally speaking, I can feel that my
students like me, and when they have problems they like to come to me for advice. And
my contact with my students after class is mainly in this manner. Not very often.
I: Has this always been true, as long as you’ve been a teacher here, or has your
relationship with students changed over the years?
I think my relationship with students changes a lot with these years. In my first years of
my teaching, my students were of the same age as me, so I felt more easy, or easier to
develop rapport with them. I played badminton and basketball with my students, and
they treated me as a person of the same generation, or as equal, but now I think my
students treat me as a person of the older generation. It’s more difficult to go closer to
them. Because they respect you, but they - it’s very difficult to treat you as a friend.
I: Do you see any differences with other faculty members as you observe their
relationships with students? Is there some variety in the nature of those relationships?
I think the relationship ofthe students with teachers depends on how much they like your
class, as well as the personality of the teacher And I observed on class last year and the
students didn’t like the teacher at all, didn’t like her class. And the department, the Dean
asked me to observe her class and try to find the problem And when I got to the class, the
students didn’t collaborate at all with the teacher. And the teacher wanted them to do
something, and the teacher said, we cannot do this. They refused to collaborate with the
teacher. And also the teacher tried to call their names, to call the role every time she came
to class. If the student was absent, she would mark as absent. And later in the final
examination, she would try to punish these people who did not attend her classes. So the
relationship is very strenuous, very .
.
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I: Tense.
Yes, tense.
I: What is the ideal relationship? You said you like to be friends with your students
Under ideal circumstances, how would this appear - how would this be realized?
At first the student must have confidence in the teacher. They must, they have to like the
teachers teaching before they like the teacher. I think that’s the most important thing.
That’s the basis to begin the relationship.
I: Now I assume, from what you said earlier, in all of the classes that you’re teaching.
First, what classes are you teaching now?
Lexicology. Intensive Reading. And the History of the English Language.
I: And the History of the English Language is a graduate course?
Yes.
I: And Lexicology?
Undergraduate.
I: And you mentioned you teach the Survey of Culture for the non-English majors.
For the self-study students, yes.
I: Do you teach any classes outside of the department?
Yes, sometimes, in the different programs, in the post-graduate programs for non-English
majors. And also I teach reading for the people who prepare to take part in the
post-graduate examinations, teach reading. These classes are mainly focused on
developing the skills of the students.
I: Now, for all ofthese classes, you have a textbook?
Yes, but the History of the English Language, I am not teaching on the basis of one
textbook. We have a textbook. But I base my lectures on several books. Generally
speaking, they will read one textbook and attend my lectures, and discuss.
I: So there is discussion in this class, the History of the English Language
1
?
Yes.
I: Do you use any kind of equipment in any of these classes - videos or tapes n
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In my survey classes, I often use maps, charts, and such things. For the other classes,
generally not. Though I want to use the OHP, overhead projector, but the department
cannot provide us with these things.
I is the greatest change that you’ve perceived in your own teaching method or
style from the time you started teaching until now?
In my first years as a teacher, I based my lectures on the textbook. Now I have much
broader, and generally speaking, I shall not only teach the things in the textbook, and I
shall base my lectures on many different books and the things I like to teach.
I. That s the content of the class. As far as the method, has there been any change?
Not much different.
I: And you mentioned earlier, that might be as much due to the curriculum of the
university as any choice - or the resources that are available.
And another problem is that the teachers do not have much motivation to change. Why
should they change? To use more energy, to spend a lot oftime on the classes - not much
motivation.
I: What could serve as motivation?
Maybe the people are talking about reform, and in the future university teachers will be
employed by the department and the poor teachers, the teachers who are not welcomed by
the students cannot stay. I think that is the most part ofthe motivation in the future. Now,
no matter students like you or not, you can have the job, you can have the salary, you can
teach. That’s the problem. And actually, all the students know which teacher teaches
well, and which teachers they like. They don’t have any say in these decisions, you
know, whether a teacher can teach or not. The department assigns him to teach this class
and he teaches this class, no matter what students say
I: Do the more effective teachers have any say in the department?
Not very much. Actually the best teacher and the poorest teacher are the same. And even
the students give marks to the teachers teaching every term, evaluation, it’s a kind of
evaluation. And the results are not announced, kept secret, only the Deans and, uh, and
I’m in charge ofthe teaching group and sometimes I know the result. But for the ordinary
teachers, this is confidential. Because, I don’t know why. The Deans do not like to
publicize the results.
I: It would be interesting to know what their rationale is. It seems to me that feedback
from students might be constructive in helping the teachers to evaluate their own
teaching.
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I think that maybe the Dean is afraid that this may make the teachers, some of the teachers
lose face. So, it s just.
. . I don’t know why.
I: You’ve said you’re the head of the teaching group. What is the teaching group?
The department, the English majors are divided into two teaching groups, the lower
classes - the first grade and the second grade - make up one teaching group. And the
third and fourth grades make up one teaching group. And I’m in charge of the third year
and fourth year teaching group.
I: Who is the head of the first and second group?
Li Tian Qi. Actually, in our teaching group, we have two directors. Ms. Duan, Duan Xia
Bing and me. She’s in charge of the third year and I’m in charge of the fourth year.
I: What are your responsibilities as head of the fourth year?
To coordinate between the courses, to decide the teaching contents, how many lessons
will we teach each term, and at what time we teach each lesson. Because the four classes
will have to go hand in hand together. And we just do some coordination ofclasses. And
sometimes we are also involved in the assignment of teachers to the different classes,
together with the Assistant Dean. And also decide the textbooks, which textbooks to use,
and at the end of term we should have to check the examination papers for different
courses.
I: Do you ever have meetings just for your group, for the fourth year teachers?
Yes, four to five times in a term. Not very often. Actually, every Thursday after the
department meeting, teachers in our teaching group will meet briefly.
I: Do you chair those meetings?
Yeah. Ms. Duan and I.
I: What has been the constructive, or effective change in the English Department in the
years that you’ve been teaching there?
Actually, I don’t see much change at all.
I: Has there been anything that you might characterized as change which is ineffective?
You mentioned, for example, that there is less training now. Is this a disadvantage to the
teachers?
Yes.
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I: Is there anything else?
Also, the faculty changed a lot. Several years ago the people in charge of the audio-visual
rooms were all the teachers, and university graduates. Now these positions are all
occupied by non-professionals, and they don’t know English at all. So sometimes it’s
very difficult for students to go to the Reading Room, to watch the English programs
there are very few opportunities for them to do that. And several years ago, we had a film
showing every week. And now, much less. And I remember ten years ago, in each class
we had some wires so students could listen to the tapes broadcasted by the department
audio room. We had these kind of programs. And of course the students have radios
now. The problem is they have no one to help them listen to these things.
I: There’s no organization or curriculum for.
Yeah, no. Also we have very few English books. I have been to the Reading Room many
times and I see that the books are very old, and also the students are not allowed to enter
the Reading Room. Students have nothing to read at this time. And that’s why last year I
proposed to [the Dean] that we should establish a students reading library, we should buy
some books and novels so that the students can borrow. And I also proposed that we
establish a time of a collective reading group. And we should ask the students to donate
some money and buy some novels and keep the novels in the department and students can
borrow them.
I: Presently the students cannot borrow books from the library, the department library?
They are not allow the enter the Teachers, the Faculty Reading Room. It’s called the
Faculty Reading Room. And also at the school library there are very few English books,
that is the problem. And also in the fifteen years when I was in this department, the
teaching resources changed very little, the facilities, the equipment changed very little. I
really dream of having an overhead projector, but I can never get one. I proposed it many
times, and they say, ‘We don’t have the money for that.’ I myself even wanted to buy
one. The problem is that I teach in different classes. How can I bring my projector into
different classes? So I give up the idea. But it is very convenient to use the OHP. You
can prepare the lessons very well, and put the things on the cart. The problem is that we
don’t have enough funds for that. You can see that all of the teachers, none of the
teachers have the intention to make teaching aids. They are not required to do that and
they have no motivation for that.
I: How do you handle making photocopies if you wish to do that for your classes?
For the undergraduates, we can never photocopy things for them. For the post-graduates,
sometimes, but it’s very difficult. We have to ask the approval of the Dean to photocopy
things, even a few pages. And ifwe have to do that, we sometimes have to ask the
students to pay.
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I, Is thfe an^hing e,se y°u would say about your teaching methods over these years or
about the teaching methods used by or encouraged by the department?
Generally speaking, I feel that the change is too slow in the department. And I wanted to
change, but so far I haven’t started at all. And the major thing is that teachers have no
incentive to change. The students are very active in these kinds of activities, but the
teachers don’t want to do that. And you can also see in these years, that the office
workers improve a lot in facilities and equipment. Now they use computers in every
office, but the teaching has changed very little. We use the same blackboard we used
twenty years ago. We use even the same tables we had twenty years ago. In the
classroom, nothing has changed. Nothing is added.
. . And the teacher comes to class with
one textbook, and they have been teaching (it) for many years, again and again and again.
Some teachers told me, ‘I can recite all the things in the textbook.’ So, the teacher just
replay their classes, they just come to class and replay the things they said many, many
times. It’s very, you know, very easy to teach.
I. Does the lack of change include those textbooks? Are there ever any updating or
change in the use of textbooks?
Changes very little. In the twenty years when I was in this department, maybe we
changed the textbook only twice. Several years ago we taught a course called ‘Oxford
English’ and later we changed that to College English. After that. College English every
year. And now we teach a higher course in prose writing in the fourth year. I’ve been
teaching this for many years, and we have no plan to change at all. And even the survey,
the book for survey, I have said many times that the book for survey must be updated
every year. You know, new things appear every year. So far, the book was published in
1985. Fifteen years from now, you can see. And even the provincial examination board
doesn’t require the change of textbooks. A lot of things have changed. And the Soviet
Union., right? It’s still in the textbook. Many things have changed, but the textbook is
still the old one. No one cares about this. And another problem is that the old textbook
was written by a professor in this department. So no one dares to say that we should
change this, because it was written by Mr. Zhang, Zhang Guo, and we cannot criticize it.
He copied and things don’t link and there are a lot ofmistakes. For 1 5 years we have used
this text with over 200 mistakes. It was reprinted with all the mistakes last year.
Everyone knows about these problems, but in China, a lot of things you know but cannot
say. When one points at a horse and calls it a deer, you say it is a deer.”
I: How to change this?
Educational policy in China needs to change, especially involving the enrollment and
employment of teachers. They’re too secure. They should be given incentives from the
national level. Now I teach half the hours I could and change nothing. Why should I?
Leaders want to change but don’t know how. For example, they use computers in offices
but make no change in teaching materials. There are so many faculty members, but not
enough good teachers. There is a saying about bureaucracy that speaks to part of the
problem. “The President occupies the whole floor. The directors occupy the whole
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auditorium^ The sub-directors occupy the whole play-ground.” Foreign teachers are also
not used effectively. So, in all, there is no real change, only superficial The
administration has become an obstacle to change. They are too afraid of failure. No one
will accept failure. China also needs a new curriculum, not this “New Concept English.”
The Vice-premier Li said, “Twelve years of foreign language teaching in China is to no
effect. Foreign language teaching has been a failure.”
INTERVIEW THREE - APRIL 7, 1999
I: This question is about Chinese society. You’ve been teaching English for about
twenty years. Could you describe to me how Chinese society views or regards the need
for learning English and how that has changed over these twenty years?
I think the attitude toward learning English changed very rapidly in the twenty years I
have been a teacher. In the first years upon my graduation, people knew very little about
the world outside and they didn’t understand the importance of English learning. And
some of teachers studied Russian, and, you know, at that time China was a very close
friend to the Soviet Union. And people (inaudible) the Soviet people and they learned
Russian. And during the Cultural Revolution, China was actually cut offfrom the outside
world, and so when I graduated in 1979, China was only beginning to open its doors to
the outside world, and people began to know the importance of English. So, I said, I was
lucky to learn English, because upon my graduation, all the working units and
departments wanted to know who knew English. So, in the first years ofmy teaching, my
students knew very little English, and they started learning English from ABC. And the
importance of English learning was realized gradually, through the years 1980 to 1985.
This time China began to send people to study abroad. People knew that if you study
English well, if you know English well, you can be sent to study in other countries, so
people were motivated by the language. And later people began to do business with other
countries and they realized the importance of the English language.
I: What about the teaching profession itself, how is that regarded by Chinese society?
And how has that changed since you started to teach?
During the Cultural Revolution the teachers’ places were very low, below that of the
workers and farmers. Because the intellectuals were considered as untruthful or disloyal
to the Communist Party, because they had their own ideas, they didn’t follow the
Communist Party very closely, and generally speaking, people distrusted the
intellectuals. And after the end of the Cultural Revolution, and the intellectuals began to
be considered as part ofthe working class, and the policy changed and raised the status of
the teachers. Most of the teachers salaries were raised with the raise of the status. And
now I think the teachers pay is quite okay. In China now many state-owned enterprises
went bankrupt, and the workers were laid off, and they couldn’t get their salaries, their
wages. But the teachers at least can get a stable salary, and so the teachers status in our
society is much higher than twenty or thirty years ago. And I met a lot of people from
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other places and when they know that you are a teacher, they praise
different than ten years ago, especially twenty years ago.
you. That’s quite
I. So you ve seen this change in your own personal experience over the time that you’vebeen teaching. J
Yes.
I. What motivation did people have to become teachers during the Cultural Revolution
and at the end of the Cultural Revolution when the status of teachers was still low?
People only became teachers because the leaders ofthe Party assigned you to become
teachers. They allocated jobs. Every single appointment was decided, was assigned by
the Party, by the leaders. And actually you had no choice of your profession, of your
work. So my father was a teacher and I didn’t dream ofbecoming a teacher, never, before
I came to university.
I: Then you were assigned to this university?
Yeah. Yeah. I had no choice. That’s the only choice.
I. And in the years that you’ve been at Hebei Teachers’ University, what would you
describe as the most dramatic changes at the university?
Maybe the most dramatic change was upon my graduation. Before my graduation, the
people who remained at this university to be teachers were the people who were
politically good, and were carefully chosen politically. And in the year ofmy graduation,
we were chosen, not by political criteria, but by professional criteria. The people who
studied well, who knew English well, were assigned to be university teachers. I think that
is the most important change in 20 years. That was the turning point, in 1979. That was
the turning point. Even the students in my previous years, they were chosen for the
university because they were politically good. They were, I remember they were bom in
poor families, they were called: workers and peasants. And also the students began to
be chosen, enrolled because of their academic achievement, and by examination. That’s
the biggest change in the twenty years.
I: During the time that you’ve been a teacher here have you ever considered doing some
other profession besides teaching?
Uh, yes. Actually, I have many opportunities to go into the department offices, and after
careful consideration, I chose to remain as a university teacher. And once I was asked to
work in the educational department in the Hebei Provincial Agricultural Bureau. They
told me that I would become the assistant director if I were transferred to this department.
And after some deliberation, I decided that I couldn’t do that work well I would rather be
a teacher than in an admin office. And another year, I had a chance to be transferred to
the Hebei TV to write the news broadcasts, English broadcast news items. And
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have the same status as the other, fellow teachers. I don’t have
leaders to be my bosses.
so many
I besides this reason, do you think you’re well-suited to be a teacher?
I think so. I like the teaching profession. I like my students, and I often told my students
t at every time when I stand before my students, I forgot all my worries and troubles. I
teel happy. And another reason perhaps, is that I have been reading books for so many
years, if I go to one ofthe other departments, all the things I have learned will be useless
And I want to use my knowledge here.
I: Now obviously there are a lot of changes recently in the Chinese economy. What
influence is that having on English education?
I think the learning of English has become more popular, because, people have realized
that ifwe want to develop the country’s economy, you have to do business with the
outside world, with the other countries. If you want to have contact with other countries,
then English is very important in communication. So that is why English is one of the
most favorite subjects in the university and also in the adult education system. And then
people want to learn English well and to use it as a tool for their business and for their
future work. So this. ..so the policy of ‘opening up’ is very influential in people’s
attitudes towards English.
I: How do universities manage this transition from English departments that were
designed to develop English teachers and students of the English language and literature
and make the change or transition to a department that will prepare people to deal actively
business and economics and to have relationships with English speaking countries?
I think as far as this university is concerned, people have done very little to transfer the
focus of English education from the literature and language oriented to practical
language.
I: Do you think that’s appropriate considering the objectives of the teachers’ university.
To me, I think that for the teachers, for the future teachers, and most important is to learn
about the basic language structure, because they will be teachers, they will influence the
future pupils in the primary and secondary schools. And ifwe have too many practical
courses the students will probably not want to remain in the education profession.
I: Do you find very many of your students already are considering professions other than
teaching?
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Oh, yes. Because we also have a surplus teachers at this time. I think the teachers will
also face the competition of finding a job. Because as a result of the population control
the birth control program in China, the number of pupils in the primary schools isbecoming smaller and smaller in these recent years. And in a few years time, the private
schools will be cut down in number.
I. What kind ofwork do those students who do not want to become teachers want to do?
Some of them want to be businessmen, in export and import. And also, interpreters in
factories and hotels and also government factories.
I. How do you describe the objectives of the English Language Department compared
with the objectives of the College English Department?
For the students in the College English Department, the most important thing is to
develop their reading ability, to read the things in their respective fields. For the students
in the English department, they have to develop their general English skills, all the basic
skills, speaking, listening, reading and writing, and translation. And for the people in the
College English Department, their purpose is to train their students to read professional
knowledge, professional materials. I think that’s the point. And very few people in the
non-English major classes can speak English or can understand listening, spoken English.
I: So there’s much more emphasis in the English Department on communicative ability?
Yeah. Yeah.
I: When you consider your own work as a teacher over the last years, what would you
describe as the most rewarding aspect ofyour work?
To me I think the students’ respect is the rewarding to me. Because, as you know, I earn
as much as any other teachers in the department. I don’t have any extra salary even if I
can teach well. And I believe my students like me and they respect me and this made me
happy.
1: And converse to that what do you find most challenging or difficult?
Actually, I don’t feel much difficulty in life, in teaching. The only that worries me is that
I worry that sometimes I want to improve my teaching facility but the department or the
school do not support this kind of activity. As I said before. I’ve been teaching for about
twenty years and the teaching methods and the teaching curriculum have remained the
same. That’s a big problem.
I: What do you characterize as the major obstacle to this kind of change in teaching
methods or developing new resources?
As I mentioned last time, motivation of the leader and the teacher.
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I: So you believe that if the motivation were there, the financial and administrative
resources could be found?
Yeah, yeah. And you know, this university lack of fund. But you know, they spend a lot
of money on other things. They spend little money on the development of the teaching
acility and the teaching training and also on the improvement of the teaching method. A
very small fraction of the money, of the university funds is used directly on the teaching.
If you study the details of the spending of the money, you will discover that most of the
funds is used on the other things, on the organization and administration and these things.We have more than 3000 staff members, teaching personnel in this university and the
teachers who stand on the platform are very, very small in number, maybe only a few
hundred, less than one thousand. That means that most of the people are administrative
personnel.
I So there might be two or more administrative personnel for each teacher?
Yeah, yeah, yeah. More, much more.
I: The main work ofthe department is to prepare students for teaching. How well do you
think the department does in meeting this objective?
(Long pause.) I think there is much room for improvement (laughs). Because you can
see that most of the courses are English-related and few ofthe courses are concerned with
the teaching of languages in schools, and generally speaking they have the teaching
methodology class only in two to three periods a week only for one year. And after that,
no other things related to teaching. And there are a lot of things that students will learn,
such as the use ofthe resources, the making ofthe teaching materials, these things, no one
teaches them. And, as you know, you taught Microteaching. We didn’t do any
Microteaching in our Department.
I: What, in the end, do you feel is the strongest influence on the students in the way that
they teach?
The teachers themselves. Most of them copy the things they see in the university. They
(try things in the same manner and try to change?).
I: If you see any kind of hope or possibility for changes or reforms, improvements in the
facilities and teaching methods of the department, where do you see that hope coming
from? Do you see any reason to be optimistic about changes?
I think is this is closely related to the form of the whole political system, and also related
to democratization of the whole university.
I: You said you thought it was necessary for their to be some kind of restructuring from
above
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Yeah.
I mentioned something about that in the last interview as well
Yeah. The problem is that we really have no incentive to change at all. So many leaders,
so many people are high above the teachers. They consider themselves high above the
teachers. They do not work at all. Why should the people work harder than they do? It’s
a big problem.
I. Somebody in authority would have to require some change.
Not require. Actually, I don’t know how to describe. Maybe.
. . no one tells them which
post is necessary and which is not. So many people occupy different posts. How to
change it. Even in the department, so many people, so many administrative personnel.
And you may have heard that every time we have a meeting, the teachers and the
administrative will come into conflict, about the bonuses and how to distribute the
bonuses and money. Ha! So many things. And they say, teachers only work six or eight
a week, and we work all the day here But we do not always work in the department, but
we work at home. We read books at not. We never, we seldom watch television. We use
to time to read books, collect the homework, but no one knows that. The problem is that.
So they say, we should have the same amount of money, we should have the same salary
Ha!
I: Ifyou imagine yourselfteaching here in the same department ten years from now, what
changes do you see or what changes do you imagine taking place in those ten years?
I think the most important change is that teachers have begun to consider the possibility
of change, but actually we haven’t changed at all. In private conversations we know that,
we say that we should change the teaching method. At least we are talking about change.
But we have not changed at all.
I: And ten years from now? The same?
Uh, only previously. Previously we didn’t realize that. Only in recent years.
I: So you would say. just to make sure I understand you correctly.
. that ten years from
now, in the year 2009, they’ll be more perception of the need for change, but even then,
little change will have taken place?
No. Not probably.
I: Okay. If you could be doing anything you wanted to be doing, you could be in you
ideal work situation in ten years, how would you describe that?
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To be very honest, I just want to spend as little time as possible in the department
working, and develop myself at home or in my writings or do some extra work, to be verv
honest. 3
I: So you want to use the time to develop personally?
Yeah.
I: How much does teaching, your classroom teaching, contribute to your personal
development?
As long as the students do not object to you, that’s okay. Everyone’s the same, no matter
how well you teach, how poorly you teach, everyone’s the same. We also ask the
students to evaluate our teaching every year, for so many years. What’s the result?
Nothing has been done to any teacher, whether he teaches well or not. So many years.
So, that’s really a very private opinion.
I: How do you see China as a whole changing in the next ten years? A very broad
question.
I didn’t see much. Actually, I cannot see any hope for change (to put it critically?)
I: So, very much keeping the same course.
Yeah. And just as the leaders said, stability is the priority over everything. And to be
stable, you can’t change much. That is the basic philosophy. (Laughs.) So if I say we
should change we should change the teaching method in our department, this will create
chaos, disorder. This violates the basic principle of ‘stability is the priority over
everything.’ (Laughs.) We should obey, remain stable, not to violate peace and order.
I: Well, in fact, I just had those few questions about the meaning or significance of your
work in the past and how you see it leading into the future, but if there’s anything that
you’d like to add that I haven’t addressed in my questions, feel free.
I think I mentioned last time, actually to me, I believe, there is much to do, to be done in
China about English teaching. It is only provided that we have the environment, larger
environment, the incentive for us to do so. And the most important thing in the
department is that we should create an English environment. And it is possible. The
problem is that no one tries to do it. We should try to force our students to speak English
in everyday life. We should try to speak with students, to students after class in English.
And the department have meetings in English at staff meetings, also various activities,
and use English as the only medium of instruction, and communication. And also to raise
the general standard of students to develop their general English ability, a lot of things to
be done here.
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I. That raises the question of so many activities outside ofthe academic world. You were
talking something about the extracurricular activities, that the teacher should also be
actively involved in that. How many ofthe teachers at this point do you feel are willins to
participate in that extracurricular life of the student?
In our private conversations, teachers are willing to participate in the student activities
And also they really like to organize some activities, such as drama groups, singing
groups and these things. The problem is that the department, we don’t have this kind
atmosphere. And that’s the question I often ask, why, why should I do this? A lot of the
teachers know how to do it, and how we can improve the English of our students. The
problem is that we have no incentive to do so.
I: If any of the faculty were personally motivated to do this. If they felt they wanted to
start a drama club, for example, would they have the support that they feel they need from
the administration and the rest ofthe faculty to do that?
I think the leaders will support that.
I: So, if that personal motivation was there, they could follow through?
Yeah. Generally speaking the English teachers are very busy, in private and in their
personal affairs. All ofthem are very busy. They don’t have time to do this.
I: Yeah. I think you brought out a very important point, what motivation or incentive do
teachers have to do that.
And also, generally speaking, many teachers hate the corruption at the administrative
level. They control the funds, they control everything, and the teachers and the people
who do the job, their relationship is not very good.
I: So that effects their work?
Yeah.
I: What specific results does that have? You mean that they have less involvement in the
department?
Yes. Very passive in their work. Very passive. You can see very few teachers in the
department when they don’t have classes. Most ofthem go home immediately after their
class. And students often say, ‘Oh, I haven’t seen you for many days.’ I say, ‘Oh, yes.’
We go home directly after class. They will never return to the department before the
class.
I. Well those questions from the students also suggest that perhaps the student would like
to see some kind of improving, or more of a relationship with students outside of class.
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They really want to be friends with the teachers, they want to stay with the
teachers.
. .(coughing and drink of water.) That’s why some of the students told me that
they feel that to study in this department is not very interesting. They find life and work
here dull and boring, because they don’t know the teachers very well, and no one talks to
them after class. You know. And they really want to be together with the teachers, but
the teachers don’t have the intention to do so.
I: Well it’s very interesting.
(Laughs.) I often say that, in China, you don’t put your body heart and soul into the work.
That’s the biggest problem, the waste of energy and waste of time. Not the fact that no
one can work well, the fact that no one wants to work well. It’s the same. And you can
see so many teachers just comes to class without any preparation. And they talk. And the
students objection is very great, you know. And they tell that to the department’s dean
and leaders, and no one could do anything about that. And next year, ‘Oh! He can do
that, well we also can do that!’ And one learns from the other. So that influences the
teaching very much. That’s the biggest problem in China, not only in the schools, but in
many other fields as well, actually. The state owned enterprises and government offices.
The, we say, efficiency of work is very low.
I: So if someone was to put their body, heart and soul, into their work, they wouldn’t
be... that kind of energy and efficiency... wouldn’t be rewarded?
Yes.
I: Okay.
It is different from the other teachers, from the young peoples’ opinion.
I: Well this is why it’s valuable to interview so many, because everyone has something
has something of a different perspective. Of course based on their age, and their.
.
.
Experience and background.
I: That’s right.
Generally speaking. I’ve think by myself, maybe I have a pessimistic view of society. On
the other hand, I think a lot about the progress of society, the development of society.
Yes, so maybe that’s why my opinion is different from the others. But that’s what I think,
what I believe.
I: Well there seems to be a kind of irony in your point of view, because there’s some kind
of pessimism, still you’re very devoted to your students and your teaching and you seem
to enjoy what you do. That pessimism hasn’t brought you down to such a point that are
discouraged about teaching.
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said
,
I like the profession ofteaching, the teaching profession, and I like my studentsThat s one thing. And another thing is that I should have done much more. As I often
thought I didn t do enough for the department, for my students. I should have done
more. That s my opinion. (Laughs.)
I. Well, maybe all of us feel this way. We can always do more.
(Laughs.) Yeah.
I: Okay. Thank you very much.
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APPENDIX D
MEMO TO THE DEAN OF THE FOREIGN LANGUAGES AND
LITERATURE DEPARTMENT OF HEBEI TEACHERS’ UNIVERSITY
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TO: Dean Dong
FROM: Timothy Taylor
SUBJECT: Research Outline and Request for Faculty Participation
DATE: September 29, 1 997
I appreciate your kind offer to introduce my research project to the faculty of the
Department and to invite their participation on my behalf
My research proposal for the University of Massachusetts is concerned with
obtaining the perspectives of Chinese English teachers about the modernization of
English teacher education in China. Most research in this area is concerned with how
English should be taught. There is not enough attention to how it is taught. The latter is
essential for any effective understanding, as one must know the cultural and
methodological context for meaning and effective methods to be applied.
There are essentially three areas of interest, for each of which it is important to
understand the first hand experience and ideas of the teachers. To that end, I have
chosen interview and observation methodologies for this case study.
The first concern is preparation, or context, or presage variables. On this subject,
I would like to ask teachers to explain their experience in learning English and
preparing to become English teachers.
The second concern is process variables. On this subject, I will ask the teachers
to discuss their teaching experience, approach, and ideas. Naturally, the purpose of this
is to attempt to get a broad perspective on how students are prepared to become English
teachers.
My third and most important concern is goals and perspectives. The purpose of
this topic is to understand the educational and professional perspectives of the faculty
with regard to what hopes they have for their students and themselves as teachers. I
will try to understand teachers’ attitudes and ideas about current changes in English
teaching and teaching preparation.
I hope that teachers will be willing to participate, but it is, of course, voluntary.
The most important way that they can contribute is to allow me to interview them.
Because there are three areas of concern, I would like to interview each faculty member
who participates three times, for at least one hour each time. I realize this is a lot of
time for busy teachers, but hope that the experience will be interesting and rewarding
for them as well as me. I am certain that with their help, we will better understand the
conditions that the Chinese experience in preparing China’s teachers for their future.
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